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THE UNIVERSITY OF SAN FRANCISCO 
 
PEACE EDUCATION IN KENYA: TRACING DISCOURSE AND ACTION FROM 
THE NATIONAL TO THE LOCAL LEVEL 
ABSTRACT 
Recent Presidential elections in Kenya (2017) resulted in a contested re-run 
election and demonstrated the presence of systemic corruption, a culture of impunity, and 
a continued rift among civil society.  Deep wounds were awakened during this recent 
election triggering past grievances from the post-election violence in 2007-08.  It is 
critical and timely to explore various cross-sectoral peacebuilding approaches at the 
national and local levels to increase the capacity of individuals to act as agents of peace.  
However, peacebuilders often overlook the possibilities that exist within formal 
education to foster spaces of resistance against direct, structural, and cultural forms of 
violence.  This vertical case study examines the manifestation of parallel peace education 
initiatives within the formal education sector at the national and local levels.  Rooted at 
the local level, this mixed methods research identifies how peace education is 
conceptualized and put into action at the Daraja Academy, a private all-girls’ secondary 
boarding school.  A comparative qualitative analysis examines how the national Peace 
Education Programme was conceptualized and identifies key stakeholders advancing this 
initiative.  Results indicate that the Daraja Academy offers a combination of quality 
education for girls, gender transformative human rights education, and critical peace 
education to invite students to activate their innate agency for individual and collective 
positive social change. Through an examination of the school ecosystem at the Daraja 
Academy, factors enabling education for peace have been identified. At the national level, 
capacities for peacebuilding have been integrated into recent national curriculum reform 
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efforts demonstrating a sustainable and responsive platform for schools to integrate peace 
education. By bringing the local and national levels together, this vertical case study 
presents a gendered response to inform national and local initiatives to integrate peace 
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CHAPTER I: THE RESEARCH PROBLEM 
Introduction 
This vertical case study is in response to the growing recognition that education 
can be an avenue to advance sustainable peacebuilding in conflict-affected areas.  A 
vertical case study investigates a social phenomenon, in this case peace education, 
grounded in a local site to examine how it is conceptualized and enacted in different 
social spheres at the grassroots, national, and international levels (Vavrus & Bartlett, 
2006).  Kenya, a relatively peaceful country, was categorized and labeled as a “post-
conflict” country after the 2007-8 post-election violence (PEV) resulted in the deaths of 
over 1,000 people.  While steps have been taken by the Kenyan government to enhance 
peacebuilding measures, the contested results and civil unrest during the recent 2017 
presidential election reaffirms the existence of the latent conflict drivers deeply 
embedded in society.  Therefore, it is critical and timely to examine a government-led 
initiative to develop a Peace Education Programme (PEP) and to identify strategies used 
at one all-girls’ Kenyan secondary school to integrate capacities for peacebuilding.  
The purpose of this study is to examine diverse strategies to build peace in Kenya 
through educational initiatives led by the Ministry of Education, Science, and 
Technology Policy (MoEST) on peace education programming and policy and at the 
local level at one private all-girls’ secondary boarding school, the Daraja Academy.  A 
vertical case study approach is used to consider how international, national and local 
stakeholders engage in discourse and action through the education sector as a 
peacebuilding strategy in Kenya.  Through an in-depth analysis of how peace education is 
conceptualized and implemented at the Daraja Academy, this study links the local to the 
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national to consider how policy may or may not impact local level educational 
programming for peace. This study intends to fill a gap in the scholarly literature to, first, 
examine how international discourses such as that on peace education get anchored 
nationally and locally in Kenya; and, second, to provide empirical research to consider 
how educational policy and programming can support peacebuilding efforts and critically 
analyze educational interventions at one secondary school in Kenya.   
Statement of the Problem 
According to the Armed Conflict Database, currently 40 conflicts are causing 
disharmony across the globe (International Institute for Strategic Studies, 2015).  Many 
of these conflicts manifest grievances that run deep throughout civil society, at times 
lying dormant just beneath the surface of reconciliation and peacebuilding efforts.  
Kenya, a prosperous African nation still healing from the 2007-08 PEV, is currently 
under “alert” status according to the Fragile State Index (Messner et al., 2017).  2017 
marked another year for contested Presidential elections marred with reports of human 
rights violations resulting in a reported 92 deaths and evidence of widespread sexual 
violence against women and girls as well as men and boys (A human rights monitoring 
report on the 2017 repeat presidential elections, 2017, “CrisisWatch: Kenya,” 2017; 
Odhiambo, 2017).   
Peace deals brokered to end conflicts, such as the one in Kenya, are oftentimes 
unsustainable leading to new violence that plunges civil society into a cyclical state of 
warfare (Walter, 2011).  According to a World Bank report, from the post WWII era of 
1945 to 2009, 57% of civil wars relapsed into a new conflict (Walter, 2011).  In response, 
peacebuilders activate prevention strategies to repair the broken fibers of society.  The 
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landscape of peacebuilding is continually evolving with practitioners recognizing the 
potential within the education sector to act as an entryway to broker a more sustainable 
peace among civil society (Bajaj & Hantzopoulos, 2016; Bush & Saltarelli, 2000; 
Holland & Martin, 2014; Smith, 2011a).  Access to education to build capacities for 
peacebuilding is a basic human right, as noted in the Universal Declaration of Human 
Rights adopted by the United Nations in 1948, that ought to be institutionalized through 
government policies and enacted in a contextually appropriate manner at the local level.   
Education for peacebuilding is conceptualized in myriad ways depending on the 
theoretical lens educators apply to the notion of peace, the level of direct or structural 
violence a country is experiencing, and the socio-political and cultural context.  Peace 
education as a method of peacebuilding can be implemented across various stages of a 
conflict and utilized as a prevention and post-conflict strategy (Zakharia, 2016).  
However, there is a lack of empirical research documenting how peace education 
programs and policies developed as a peacebuilding response have been put into practice 
from a governmental level into the local level.  Furthermore, documenting and evaluating 
peace education programs is a continual challenge within the field (Del Felice, Karoko, & 
Wisler, 2015; I. Harris, 2008); yet this process is increasingly necessary in light of the 
recent acknowledgement that education can either be a driver of conflict or a tool for 
transformation (Bush & Saltarelli, 2000).  This study seeks to address this gap in multi-
level research on existing programs seeking to cultivate peacebuilding capacities amidst a 
conflict-affected context.  
To date, few governments have recognized the need to develop programming, 
inclusive of policy, on peace education to institutionalize programming and curriculum to 
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build capacity among learners to gain the knowledge, skills, and attitudes to act as 
peacebuilders.i  Kenya, a country that has been positioned as a post-conflict context due 
to the 2007-08 election violence, presents a unique case study to consider how the 
government has utilized the education sector as a gateway to secure peace.   
During a recent visit to Kenya, many members of civil society confirmed the 
“worsening” situation (Messner et al., 2016) with reports that the election “heat” (i.e. 
negative political rhetoric) was increasing as the presidential election grew closer (field 
notes, January 16, 2016).  While electoral violence is most often cited as the main driver 
of violence in Kenya, a conflict analysis indicates that other factors are present. Reports 
of politically supported militias, communal violence fueled by the pervasive small arms 
trade, corruption amongst state security forces, and violent extremism by non-state actors 
in the region also decrease stability in the country (Dowd & Raleigh, 2013; Odhiambo, 
2017).  Additional conflict drivers that likely exacerbated tensions during the recent 2017 
election and re-election include: social fragmentation due to politicized ethnicity, 
corruption, impunity, land disputes, and discrimination (Rohwerder, 2015).  Therefore, it 
is critical for peacebuilding strategies from all sectors to work in a coordinated and swift 
manner to address and prevent further human rights abuses and violence.  
As peacebuilders implement new strategies, it is critical to explore various cross-
sectoral approaches at the national and local level to increase the capacity of individuals 
to act as agents of peace.  However, peacebuilders often overlook the possibilities that 
exist within formal education to foster spaces of resistance against direct, structural, and 
cultural forms of violence.  Direct violence, such as physical aggression, is more overt 
while structural violence is embedded within the systems of a society and may manifest 
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as a social injustice, such as poverty, slowly eroding at one’s potential to fulfill her full 
potential (Galtung, 1969).  Johan Galtung (1964), pioneer of peace studies, called on 
humanity to consider the social environment where aggression takes place and examine 
the conditions that may prompt this negative behavior.  Cultural violence must also be 
interrogated to consider how customs and traditions normalize certain acts of direct or 
structural violence (Galtung, 1990).  Through an analysis of the root causes of direct, 
structural, and cultural violence, peacebuilders and educators can better respond to all 
forms of violence and more effectively address injustices.  
The Kenyan Ministry of Education, Science and Technology is proactively 
countering violence through the integration of peace education into the formal education 
system.  Similarly, one all-girls’ school in Kenya is responding to societal inequities 
through their unique model that offers interventions in line with peace education.  As the 
government in Kenya through the MoEST moves forward in developing, implementing, 
and evaluating peace education programming, practitioners and scholars can learn from 
successes and challenges to understand the impact the policy is having on discourse and 
action at the national and local levels (Bartlett & Vavrus, 2014). 
 
Background and Need  
National policy on peace education in Kenya 
The 2007-08 post-election violence driven by political affiliation based on tribal 
lines left an estimated 1,500 dead, 300,000 forcibly displaced, and 3,000 rape survivors 
(“Interview with Mary Kangethe,” 2012; Roberts, 2012).  The election violence stemmed 
from historical grievances, exploited under colonialism and stirred up by political leaders 
who reinforced negative notions of ethnicities resulting in conflict among rivalling party 
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members (Rohwerder, 2015).  The manipulation of ethnicities to gain political control 
can be traced back to the British colonial rule (initiated under the British East African 
Protectorate in 1895 that led to the establishment of Kenya as a British colony in 1920) 
and transition of power in 1963 when Jomo Kenyatta (1963) led the newly independent 
country under a one-party government (Kwatemba, 2008).  Upon its’ independence, the 
country relapsed into authoritarian style rule under Kenyatta (1963-1978) and his 
successor Daniel arap Moi (1978-2002) until a multi-party democracy was introduced in 
1992.  However, the years of politically motivated manipulation of ethnicity left open 
wounds among civil society that led to the eruption of the 2007-08 PEV.  The recent 
2017 election demonstrates the need to address these grievances and integrate values of 
respect among civil society to boost an immunity and sense of resilience against divisive 
political rhetoric.   The ethnic violence witnessed by the world during the 2007-08 PEV 
rendered the country in dire need of both reconciliation efforts and prevention strategies 
to avoid violence in future elections (Lesiew, 2012).  One strategy developed to prevent 
future violence is through efforts within the formal education sector in Kenya. 
In direct response to the PEV, the MoEST in Kenya allocated resources to 
develop and implement a robust Peace Education Programme (PEP) in 2008.  Initially 
launching a series of PEP curricula, the MoEST built capacity among educators, engaged 
in advocacy efforts and initiated policy development.  Supported by United Nations 
agencies (UNICEF and UNESCO) and the Association for the Development of Education 
in Africa (ADEA), the MoEST designed and implemented the Education Sector Policy 
on Peace Education in Kenya (2014).  The Education Sector Policy on Peace Education is 
aligned with the 2010 Kenyan Constitution and the Kenyan Vision 2030 initiative and 
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has reached over 8,500 educators in the country (Mendenhall & Chopra, 2016; Ministry 
of Education Science and Technology, 2014).  However, it has been noted that better 
monitoring and evaluation mechanisms ought to be in place to both ensure that teachers 
are integrating capacities for peace into their curricula and also to measure the impact of 
the national initiative (Smith, Marks, Novelli, Valiente, & Scandurra, 2016).  
Since peace education is context specific, it is essential to note how peace 
education is conceptualized according to policy in Kenya.  
Peace education aims to employ participatory, interactive, experiential and 
transformative teaching approaches that enhance the learner’s ability to 
internalize knowledge, values, skills and attitudes for peace. Encouraging self-
expression through co-curricular activities such as art, music or drama presents 
important opportunities for transmitting messages of peace, non-violence and 
respect. Peace clubs also provide a platform where the skills that promote 
harmonious coexistence can be learned and practiced. (“Education Sector Policy” 
2014, 10)  
The majority of the PEP curriculum developed thus far is targeted for primary school 
students; however, current efforts are underway to expand the program to secondary 
school levels (Mendenhall & Chopra, 2016).  
 The Education Sector Policy on Peace Education evolved during a 
transformational era for the education sector in Kenya. The MoEST is currently leading a 
multi-year education reform directed by the Kenyan Institute of Curriculum Development 
(KICD).  In 2015, the Education Cabinet Secretary, Dr. Fred Matiang’i stated that the 
education reform would begin in 2016 and would “address key issues such as ethical 
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values, equity, diversity, equality opportunity and excellence for all learners” (Gicobi, 
2015, para. 3).  Dr. Matiang’i put a call to action to all stakeholders to be involved in this 
inclusive process through an invitation to policy makers and educators to present their 
ideas to the KICD.  Former Assistant Director of Education and National Coordinator of 
the Peace Education Programme in Kenya, Mary Kangethe, confirmed that lessons 
learned during a pilot project to implement the Learning to Live Together Programme 
(LTLT) established by the Arigatou Foundation would be considered during the reform 
process (Kangethe, 2015).  Kangethe reaffirmed the Ministry’s commitment to infuse 
peace education into the formal education sector not only at the policy level, but also as 
the country embraces changes put forth through the national reform process.  “Going 
forward, the Ministry will strengthen peace education at all levels during the envisaged 
curriculum reform process” (Kangethe, 2015, para. 18).  Therefore, the Curriculum 
Reform Process underway at the time of this writing promises to offer further 
opportunities to integrate core competencies for learners to be equipped as peacebuilders.  
As evidence that school-level efforts parallel national initiatives to address violence, an 
in-depth case study is presented as a local manifestation of peace education.  
Local level: Daraja Academy 
The setting for the local level of the vertical case study is the Daraja Academy, a 
secondary-level boarding school for girls located in Laikipia County, Kenya. Founders of 
the Daraja Academy, Jason and Jenni Doherty recognized the need to provide a 
scholarship-based, secular school after visiting Kenya multiple times and realizing how 
inaccessible education was for many girls.   
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In Kenya as of 2008, high school was made, quote-unquote, “free”, however to a 
family who is barely making it, they still had few fees: paying for uniforms, 
paying for books, getting to and from school, and boarding if the school was out 
of walking distance, so it was not free for quite a few families and for a lot of 
girls…so, my wife and I knew that there needed to be a school like this, we didn’t 
know what it would look like, so we decided to ask Africa what it looked like…It 
needed to be a boarding school for Kenyan girls from all parts of Kenya to bring 
different cultures, different tribes, city girls, country girls together to not just give 
them a quality education, but to give them an education culturally as well, to be 
able to live…as one country. (Daraja Academy in Kenya interview with Jason 
and Jenni Doherty - USD SOLES Heather Lattimer, 2012, sec. 1:00-1:57) 
In 2009, the American couple teamed up with an all-Kenyan staff to respond to the lack 
of opportunities for girls to obtain a secondary education.  The Daraja Academy selects 
students from some of the most marginalized communities across Kenya.  Unable to 
continue their education, many applicants hear about the Daraja Academy from someone 
in their community (field notes, July 14, 2016).  Based on criteria that includes their level 
of income, academic potential, and leadership qualities, students who demonstrate 
resilience and express a desire to promote positive social change are selected.  With only 
30 spaces available, hundreds of applicants are passed over.  A recent blog post 
represents the conflicted feelings of the selection committee and their deep desire to 
advocate for the right to education for girls. 
To the 340 girls who will soon be receiving letters of regret, there are no words to 
express how sorry we are. More than anything, we hope you find your bridge. We 
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are so frustrated at the barriers you face, and so saddened by the stories you told 
us. You are intelligent, strong, courageous girls. We will be thinking of you as 
you fight for the education you deserve. (Grote, 2018, para. 8) 
While unable to support as many girls as they would like, the school is having a 
significant impact.  
Since the inaugural class, Daraja Academy has provided a total of 243 scholarship 
to girls from around the country (“Daraja: In numbers,” 2017).  Currently serving 118 
girls, Daraja Academy has successfully graduated 125 girls from the 4-year program with 
82% of the alumnae scoring a C+ or higher on their Kenyan Certificate for Secondary 
Exam (KCSE) thus receiving admission to college or university.  Daraja is Kiswahili for 
the word “bridge” and offers a metaphor for the path the girls are offered to open 
opportunities to reach their full potential (Personal communication, Daraja Academy 
founders, April 23, 2014).  
Ranked within the top 10% of the 1,233 private secondary schools in the country, 
Daraja Academy excels in the Physics, Math, and Chemistry portions of the compulsory 
KCSE (“Daraja: In numbers,” 2017).  Rooted in the belief education is a gateway to 
opportunity, the Daraja Academy is also a champion of girls’ rights.  The mission of the 
school underscores the need to address structural blockades previously limiting the girls’ 
educational opportunities.  
Daraja provides students with full scholarships and resources to be critical 
thinkers, progressive leaders, and architects of their futures. The academy 
provides shelter, food, healthcare and counseling services so students may focus 
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on their academic and personal potential without the everyday barriers they would 
otherwise face. (“Daraja education fund,” 2018, para. 1) 
To fulfill this vision, the Daraja Academy is funded by the Daraja Education Fund, a 501 
(C)(3) based in the United States.  The non-profit entity acts as the fiscal agent to manage 
funding acquired to support the student scholarships and associated school costs.  Staffed 
by an all Kenyan team, the model draws on the expertise of nationally trained educators 
and abides by the current 8-4-4 national academic system (2017).  
A core philosophy woven throughout the Daraja community is that girls and 
women ought to be valued in Kenyan society and given opportunities to express their 
inherent agency as leaders in their communities (field notes, 2015 & 2016).  Two 
concrete examples of how this philosophy is enacted include the community service 
program and the flagship life-skills program, Women of Integrity, Strength, and Hope 
(W.I.S.H.).   
Developed in response to a need the founding staff witnessed in their inaugural 
class, W.I.S.H. was created to support the girls to recognize their self-worth and bolster 
their confidence (Zanoni, 2017).  Students in Forms 1-4 participate once a week in a 1-
hour W.I.S.H. class led by specially trained Daraja Academy teachers who assume a 
different role as a “W.I.S.H. facilitator” during the after-school course.  Life skills 
education is a compulsory, non-tested subject in Kenya and must be aligned with the 
MoEST Life Skills Syllabi for Forms 1-4 (Dayton, 2010); however, the four-year 
W.I.S.H. program is only found at the Daraja Academy.  As part of a qualitative pilot 
study to assess the impact of W.I.S.H. and support the development of new curricula 
(2015-2016), the author reviewed the 2013-14 lessons and found many could be 
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categorized as human rights education (HRE) and peace education.  Among them, one 
seven-week module entitled, “Conflict Resolution and Women Peacemakers” was 
developed in response to a demonstrated student interest in the art of peacemaking 
(document review, W.I.S.H., October 20, 2015).   
As the primary investigator, I conducted preliminary research through an IRB-
approved pilot study (2015-2016) which revealed that prior to my involvement (2009-
2012), the Daraja Academy was integrating skills, knowledge, and attitudes in line with 
the principles of peace education (See for example: Bajaj, 2014; Jenkins, 2013; Reardon, 
1997; Tibbitts, 2002).  Administrators at the school did not learn about the Education 
Sector Policy on Peace Education (2014) until 2015 when I was carrying out research at 
the school and brought it to their attention (personal communication with Daraja 
Academy principal, January 16, 2016).  According to the data collected from the pilot 
research, there were implicit and explicit forms of peace education occurring at the 
school (Document review, February 18, 2015). The findings of the pilot study indicated 
that peacebuilding capacities were present most explicitly in the W.I.S.H. program and 
practices such as the student-led Peace Club.  These findings led me to select the Daraja 
Academy as one school offering peace education and expand my research to examine the 
broader school ecosystem enabling this form of education.  
While the PEP in Kenya and the Daraja Academy were founded independently, 
both aim to reach a similar goal: For learners to activate an ethical stance and capacity to 
mitigate violence and promote peace (interview, Daraja Academy administrator (a), 
November 17, 2017).  Bringing these two levels that operate independently, the national 
and local, into the vertical case study design demonstrates how these two spheres are 
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developing educational programming to respond to diverse forms of violence (structural, 
cultural, and direct) within the country and how they may, or may not, intersect over 
time. 
Purpose Statement 
The purpose of this study is to examine how the Ministry of Education, Science, 
and Technology Peace Education Programme (PEP) and Policy (2014) has impacted 
national and local discourse and action related to peace education as a form of 
peacebuilding.  Perspectives from key national stakeholders working to develop, 
implement and evaluate policy and related curriculum on peace education are considered 
through a qualitative approach. Rooted at the local level, this vertical case study employs 
a mixed methods research approach to identify how peace education is conceptualized 
and put into action at the Daraja Academy, a private all-girls’ secondary boarding school.  
Through conducting a vertical case study, this research draws from the field of 
comparative international education (CIE) to document the historical significance of the 
PEP, inclusive of the Policy (2014), and assess how actors on multiple levels have 
contributed to the development of the PEP in Kenya. This study intends to fill a gap in 
the scholarly literature to provide empirical research that examines how educational 
policy and programming can be a tool for peace and critically analyze educational 
interventions at one secondary school in Kenya.   
Research Questions 




1. In what ways is the Peace Education Programme conceptualized at the national 
level in Kenya and what key stakeholders are advancing education for peace 
nationally? 
2. How does the Daraja Academy, a local private all-girls’ secondary school located 
in Laikipia County, conceptualize and enact peace education? Furthermore, how 
does the school address various forms of violence (direct, structural, cultural) 
faced by girls and women in Kenya?  
3. What is the lived experience of students at the Daraja Academy as examined 
through a framework of a Culture of Peace? 
 
Background of the Researcher 
The impetus to conduct research on peace education in Kenya came through an 
investigation in 2013 within my community of practice of international peacebuilders.  
After much deliberation, I cautiously moved forward to design this study in a country 
thousands of miles away as a white, western, woman from the United States.  Thoughts 
of white privilege, the white savior complex, and other critiques on peacebuilders and 
development workers challenged my decision to accept the invitation to engage in this 
work (Autesserre, 2014; Hobbes, 2014; Waldorf, 2012; White, 2002).  However, through 
mentorship from my advisors I committed to this study as a practitioner of engaged-
scholarship with the intention to work in solidarity with partners in Kenya who offered 
interest in and support for this research.  In doing so, I move forward each step of the way 
in a continual reflexive stance to interrogate and investigate my own positionality to 
examine issues of power, privilege and race in this research.  When working in spaces 
outside of our own communities, researchers can draw on the field of intersectionality to 
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create “a gathering place for open-ended investigations of the overlapping and conflicting 
dynamics of race, gender, class, sexuality, nation, and other inequalities” (Cho, 
Crenshaw, & McCall, 2013, p. 788).  Reflective practices advocated in both education 
(Freire, 1970) and peacebuilding (Lederach, 2005; Lederach, Neufeldt, & Culbertson, 
2007) guided my principled actions.  
Through this process, I adopted ethical principles to help navigate contexts as an 
“outsider” and question what or who would position me as an “insider” when crossing 
visible and invisible borders (McNess, Arthur, & Crossley, 2013).  To this end, I draw on 
principles from participatory action research (PAR) to leverage notions of power and 
privilege and engage the stakeholders in a personal way.  Throughout this research, I 
have worked with key stakeholders to ensure understanding of the study, present reports 
on the findings, receive feedback and suggestions, and maintain open channels of 
communication (I have also written about these principles in this co-authored piece: 
Koirala-Azad, Zanoni, & Argenal, 2018).  One example of this strategy is visible in the 
positive working relationship I have developed with the Co-founder and Executive 
Director of Daraja Academy.  We speak on a regular basis to discuss research needs and 
review emerging results to address any concerns or questions that may arise.  In addition, 
I am in regular communication with members of the Kenyan administration team 
including the Program Development Officer, Principal, and Transition Director who have 
offered essential feedback on my research findings as Kenyan nationals.  
 In this work, I aspire to espouse a demeanor of “cultural humility” to recognize 
my own limitations in understanding a cultural context and cleanse my westernized mind 
as a way to awaken internal bias (Dean, 2001; Sheridan, Bennett, & Blome, 2013).  The 
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exercise of "cultural therapy" as described by Bekerman & Zembylas (2012) offers a 
useful point of reference for researchers to engage in, "a process of bringing one's own 
culture to a level of awareness that permits one to perceive it as a potential bias in social 
interaction and in the learning of skills and knowledge" (p. 188).  As educators and 
researchers working outside of our native contexts, how do we open ourselves up – 
recognize and expose our own inner stories – to create space for others to open their 
hearts and minds to engage in an exchange of ideas within spaces of learning?  
Finally, I feel it necessary to expose my own personal bias in this research.  This 
study, to me, is more than an academic exercise.  As soon as I learned about the Daraja 
Academy and consequently, the MoEST Policy on Peace Education (2014), I felt 
vindicated of my professional aspiration to institutionalize peace education within formal 
education systems.  Two independent cases, one at the policy level and the other at the 
local level, represent tremendous potential for government and civil society actors to 
collectively create spaces of resistance against drivers of violent conflict.  Based on the 
findings of this research, I aim to elevate awareness of the work the MoEST and schools 
like Daraja Academy to expand education for peace, and to develop homegrown 
definitions and practices of peace education, a key tenet that scholars of critical peace 
education have advocated for (Bajaj, 2008; 2014; Bajaj & Brantmeier, 2011).  
Theoretical Framework 
Positive and negative peace  
As educators navigate the territory of peacebuilding in post-conflict and fragile 
settings, new conceptual frameworks are emerging that emphasize the goal of advancing 
sustainable peace.  Peacebuilding is a complex and dynamic process requiring 
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coordination among diverse actors to mitigate conflict drivers in an effort to transcend 
negative peace for the optimal achievement of positive peace (Galtung, 1969; Greenberg, 
Mallozzi, & Cechvala, 2012).  Johan Galtung, known to be one of the founders of the 
field of peace studies, articulated this core concept of positive and negative peace utilized 
within the field of peacebuilding today in the 1964 Journal of Peace Research (Galtung, 
1964).  
Negative peace is the absence of direct violence and/or war while positive peace 
takes into account cultural violence that is manifested through deeply rooted forms of 
structural violence in societies (Galtung, 1990).  Galtung (1969) explains that direct 
violence is visible and may result in physical harm suffered at the hands of the oppressor.  
Conversely, structural violence may have a less immediate impact than direct violence 
and therefore go unnoticed.  Structural violence “kills, although slowly, and un-
dramatically from the point of view of direct violence” (Galtung & Hoivik, 1971, p. 73).  
This form of violence is seen in abject poverty that decreases the ability to meet one’s 
needs leading to a shortened lifespan.  Structural violence may also be referred to as a 
social injustice and is institutionalized into the foundation of a society in a systematic 
manner through legal and political channels (Galtung 1969). 
Societal norms may also perpetuate injustices through what Galtung refers to as 
cultural violence which is, “the symbolic sphere of our existence – exemplified by 
religions and ideology, language and art, empirical science and formal science (logic, 
mathematics) – that can be used to justify or legitimize direct or structural violence” 
(Galtung 1990, p. 291).  Galtung conceptualizes of these three forms of violence; direct, 
structural, and cultural as a triangle of violence to demonstrate the interconnected and 
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fluid nature of violence that interacts through time and space to negate the realization of 









Figure 1. Johan Galtung's triangle of violence. 
 
This theoretical framework, coupled with a post-colonial lens, informs the research 
design and analysis of the findings to identify how peace education interventions are 
acting to address these various forms of violence.  
Post-colonial feminism 
In response to western feminist frameworks that positioned Third-World women 
into a single category, scholars have interrogated sweeping generalizations painting non-
Western women as a powerless, voiceless entity without agency (Adichie, 2009; Cronin-
Furman, Gowrinathan, & Zakaria, 2017; Mohanty, 2003).  Pushing against the western, 
ethnocentric, neocolonial tendencies to view indigenous knowledge as “backwards” 
(Narayan, 1997), post-colonial feminists are advancing the complexities of voice (Spivak, 
1988), considering notions of genuine solidarity (Nagar & Writers, 2006) and 
recognizing the complicated relationships women working across local and international 
spaces can build.  Through collaboration to legitimize work at higher policy levels by 
joining voices of women on the ground to those in positions of political power (Merry, 
2006), women human rights defenders and peacemakers are champions of creating both 
vertical and horizontal connections to bolster their advocacy (See for example, the 
Direct violence 
Structural violence Cultural violence 
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documented work of Women PeaceMakers nominated by the Joan B. Kroc Institute for 
Peace and Justice).  
In addition to assuming a principle of solidarity, other feminist scholar-
practitioners complicate global women’s movements to offer “transformative visions of 
transnational solidarity and praxis” and consider the concept of care among allies in this 
work (Chowdhury & Philipose, 2016a).  Pulling together empirical evidence where a 
consciousness was built around care, Chowdhury and Philipose hold the principle of 
solidarity accountable through this lens.  
 Transnational analytic of care: one that does not play into the politics of 
accommodation: is not defensive, reactionary, or silencing: and is cognizant of 
“local” and “global” processes that create conditions of vulnerability for women 
(and men) and form the uneven and asymmetrical planes in which dissident, 
cross-cultural friendships, alliances, and solidarity practices – particularly within 
the inter-personal realm – are ever more urgent (Chowdhury & Philipose, 2016b, 
p. 4).  
In collaboration with Chandra Talpade Mohanty, a collective group of graduate 
students engaged in a co-designed course together to co-create knowledge and in doing 
so practiced “epistemic resistance” which resulted in “epistemic friendships” (Nguyen, 
Nastasi, Mejia, Stanger, & Madden, 2016).  Taking into dynamics of power, positionality 
and diverse political positions, these students engaged in pedagogy that required trust, 
reflexive practice, community cohesion, and the common understanding to collectively 
hold one another accountable to co-create knowledge.  The unified voice of the graduate 
students offer the following:  
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An epistemic friendship is based on shared politics, rather than shared identities, 
and is marked by a desire to push one another toward great, more effective, more 
nuanced political work for radical justice…Such dissident political and epistemic 
commitments require a decentering of self, collaboration across difference(s) that 
refuses to ignore such differences, and reflexive processes invested in our 
responsibility to each other as feminist academics and as activists. (Nguyen et al., 
2016, p. 14) 
Post-colonial feminist frameworks nurturing a “transnational analytic of care” to manifest 
epistemic friendships among research participants has informed my methodological 
approach and findings.   
In practicing the transnational analytic of care (Chowdhury & Philipose, 2016b), I 
remain cognizant of the fact that participants view me as an outsider, an “intervenor” 
(Autesserre, 2014), with a worldview rooted in my western, white, female identity.  A 
recent report, “Emissaries of Empowerment,” acts as a reminder to decenter the 
experience of the outsider, avoid sensationalizing the experience of so-called “victims”, 
and to recognize what the authors refer to as a “one of the main drivers of women’s 
marginalization and injury: their depoliticization by the state” (Cronin-Furman et al., 
2017, p. 2).  To this end, my findings illustrate a resistance to the traditional academic 
framework that calls on us to thematically display instances of gender based 
discrimination (GBD) into monolithic categories.  Alternatively, in the findings section 
on GBD, I offer participants’ responses that illustrate the complex and deeply rooted 
forms of interconnected violence producing stubborn systems of marginalization.  
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Post-colonial feminist scholarship is closely aligned with feminist peace theories 
within the field of women, peace, and security that insist that women’s voices be present 
at the peace table (Anderlini, 2007), but that peacebuilders need to recognize the 
complexities and nuanced differences among these voices so as not to fall into the same 
false argument of biological essentialism (Charlesworth, 2008) that women are innately 
more peaceful (Cockburn, 2013; Hudson, 2016).  Concepts of post-colonial feminism and 
gendered peacebuilding approaches (See for example, Anderlini, 2007) inform my 
methodology and shape the research findings to ground this study in a critical feminist 
perspective.  
Limitations 
Kenya is an extremely diverse country in both ethnicity and religion.  Celebrating 
the recent addition of Kenyans Indians as a new ethnic category, the government formally 
acknowledges 44 registered tribes (Mwere, 2017).  Geographic diversity is also featured 
across the African nation with predominantly arid and semi-arid landscapes found across 
the northern region contrasted with a more resource rich southern region.  Varied 
traditional practices coupled with resource scarcity, inequitable access to public services 
such as education, and historical grievances drive tensions in many of the northern areas 
resulting in protracted inter-communal conflict (Government of Kenya, 2013; Smith et 
al., 2016).  To this end, the localized case study is not suitable to be generalized to the 
entire population of Kenya, as the regions are extremely diverse with 47 counties in the 
country.  
This study includes a sub-question to consider how gender based violence is 
addressed at both the local level school model and through the PEP and Policy (2014). 
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However, due to the sensitive nature of the topic I chose to focus on GBV against girls 
using the binary understanding gender. Therefore, this study is not inclusive of other 
gender based violence against males (in the binary sense) and other gender identities 
and/or expressions.   
While the timeline to conduct the research in the country was limited to two 
weeks, extra care and attention was taken to develop relationships with participants 
through communication via e-mail and Skype and over multiple years from my first 
contact in 2013 through the pilot and dissertation research and validation process through 
2018.  As previously mentioned, since 2013 I have offered my skillset as a volunteer 
research and curriculum consultant focused on the W.I.S.H. curricula.  To this end, I 
conducted two separate pre-dissertation site visits in 2015 and 2016 to Nairobi and 
Nanyuki, home to the school campus.  During these visits, the Daraja Academy 
graciously integrated me into their community and welcomed me back for a two-week 
validation visit (February – March 2018) where I shared back my findings with the 
students, administrators and teachers at the school. 
Significance of the Study 
Kenya has taken a lead on peace education both nationally and regionally.  Based 
on Kenya’s demonstrated track record, the Association for the Development of Education 
in Africa: Inter-Country Quality Node on Peace Education (ADEA ICQN-PE) nominated 
the Ministry of Education in 2009 to advance the work of this prestigious policy network 
(Tebbe, Kang’Ethe, & Ikobwa, 2013).  Through this network, Kenya gained support to 
pass the first Education Sector Policy on Peace Education on the continent (ADEA, 
2014). Through this research, I aim to assist in the documentation process of the PEP and 
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Policy (2014) by distilling key themes that emerge from the research. To this end, this 
study examines how peace education is conceptualized at the local and national level in 
Kenya.  Furthermore, the findings from this research elevates understanding of how 
national policy is realized and contextualized at the local level through an analysis how 
core competencies in the policy are integrated at the Daraja Academy.  
While the local level analysis is limited to a single site, the in-depth case study 
approach seeks to uncover how peace education is not only conceptualized, but also put 
into practice within the school community.  In January of 2016, preliminary results of the 
pilot study conducted at the Daraja Academy (2015-2016) were shared with the Kenyan 
Ministry of Education, Science and Technology (MoEST), the National Cohesion and 
Integration Commission, UNESCO as well as the In-Country Representative on Peace 
Education from Teachers Without Borders (January 15-17, 2016).  Representatives from 
each of these organizations recognized the unique components of the Daraja Academy 
and expressed the added value to their own work in analyzing the model the Academy 
has developed over the years through this research (field notes, January 17, 2016).  
To date (2018), there is little documentation illuminating significant factors that 
led to the evolution of the PEP and the realization of the first Peace Education Policy 
(2014) in an African nation (S.M. Lauritzen, 2013; Solvor Mjøberg Lauritzen & 
Nodeland, 2017; Mendenhall & Chopra, 2016).  Similarly, scholarship producing 
empirical research on the impact of this educational intervention to mitigate violence in 
Kenya is scarce (Chiriswa & Thinguri, 2015; Dawo & Wagah, 2011; Julius, Ngao, David, 
& Paul, 2012; Kangethe, 2015; Lauritzen, 2013, 2016; Mendenhall & Chopra, 2016; A. 
Smith et al., 2016; Tebbe et al., 2013).  Through the selection of the Daraja Academy, a 
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school that integrated peace education as one way to address the needs of the students, 
this vertical case study illuminates how education for peace manifested in two distinct 
social spheres in Kenya, and eventually came together in a collaborative manner.  
Therefore, this research fills a gap in the literature through the examination of these 




CHAPTER II: THE LITERATURE REVIEW 
Introduction to the Literature Review  
 The literature review that scaffolds this dissertation project on peace education in 
Kenya at the national and local levels is divided into two sections.  The first section 
provides an overview of how peace education is defined and has been recognized as a 
peacebuilding strategy.  It is critical to make this connection and consider how 
peacebuilders and educators are working together to address diverse forms of violence 
(direct, structural, and cultural).  Initially, the historical evolution of peacebuilding is 
described to establish a common definition used among education and humanitarian 
practitioners.  Conflict sensitive education and the integration of human rights education 
within education for peacebuilding are offered as complimentary approaches within the 
field.  
Peace education is then explored and set within international frameworks that 
have guided efforts to establish a culture of peace. Furthermore, the development of 
peace education is traced to identify critical pedagogical approaches to peace education, 
leading into the second section that situates this vertical case study within the Kenyan 
context.  The purpose of the second section is to offer a brief conflict analysis to 
recognize drivers of conflict both rooted in historical grievances of a colonial past and in 
present injustices of today.  Finally, current research is reviewed on initiatives in Kenya 
working at both the local and national level to conceptualize and actualize educational 
initiatives to build peace in the formal education sector.  A gendered perspective is 
infused in both sections of the literature review to demonstrate the unique challenges girls 
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and women face in Kenya and to elevate the need to incorporate a gendered lens in peace 
education.  
SECTION I: EDUCATION FOR PEACE 
Essential Components of Education for Peacebuilding 
The Education Sector Policy on Peace Education was drafted in the lingering 
shadows of the 2007-08 PEV.  Striving to rise above the status of a post-conflict context 
and promote unity, the government developed accountability mechanisms such as the 
National Cohesion and Reconciliation Commission, adopted a new constitution in 2010 
(Government of Kenya, 2010; Kanyinga & Long, 2012), and created a national agenda 
called the Kenya Vision 2013 (Government of Kenya, 2007).  To prevent further 
bloodshed and reach this newly imagined national vision, the Policy on Peace Education 
aims to build capacity among the youth in the country to respond to conflict in a non-
violent manner.  “The education sector therefore has the duty to equip young people with 
requisite knowledge, skills, and attitudes for building peace as well as values for 
constructive intrapersonal, interpersonal and intergroup relations at the national and 
international level” (Ministry of Education Science and Technology, 2014, p. 2).  This 
statement underscores the need to consider how we “build peace” that is explored 
through an examination of the field of peacebuilding to trace the historical roots and 
consider how peacebuilding theory is conceptualized among practitioners, specifically 
within the education sector.   
Education as a peacebuilding strategy  
Scholar Johan Galtung articulated the complicated process to secure peace by 
introducing the term peacebuilding in 1976 that was later institutionalized by then UN 
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Secretary General Boutros Boutros-Ghali in his forward-looking United Nations 1992 
report on An Agenda for Peace (A/47/277 – S/24111) (Tschirgi, 2011).  In defining 
peacebuilding, Boutros-Ghali placed an emphasis on actions that can be taken by nations 
in a post-conflict setting that would work in conjunction with preventative diplomacy and 
take shape in various forms such as disarmament, clearing landmines, monitoring 
elections, and repatriating displaced persons (United Nations, 1992).  Through the 
inclusion of language on the need to strengthen structures of a society, Boutros-Ghali 
emphasized Galtung’s notion of positive peace (Galtung, 1969) to enhance the ability for 
individuals to reach their full potential by ensuring access to equitable resources in a just 
society. 
In 2005, then-UN Secretary General Kofi Annan propelled this idea forward with 
a proposal to develop a formal commission on peacebuilding and funnel targeted funding 
for activities overseen by the UN Peacebuilding Support Office (Barnett, Kim, Donnell, 
& Sitea, 2007).  According to the UN Peacebuilding Support Office, the term evolved 
into the following definition in 2007 under the guidance of the UN Secretary-General's 
Policy Committee.  
Peacebuilding involves a range of measures targeted to reduce the risk of lapsing 
or relapsing into conflict by strengthening national capacities at all levels for 
conflict management, and to lay the foundations for sustainable peace and 
development. Peacebuilding strategies must be coherent and tailored to specific 
needs of the country concerned, based on national ownership, and should 
comprise a carefully prioritized, sequenced, and therefore relatively narrow set of 
  
28 
activities aimed at achieving the above objectives. (“United Nations 
Peacebuilding Support Office,” n.d., para. 3) 
As this field has developed, many scholars have argued that the term, 
peacebuilding, is difficult to define (Barnett et al., 2007). Some have posited that it is not 
a field, but rather a lens to engage multiple sectors in order to advance the peace agenda 
(personal communication with peacebuilding scholar-practitioner Necla Tschirgi, 2015); 
others have insisted that all peacebuilders must apply a conflict sensitive approach and 
work harder to establish coordinated efforts across all sectors to mitigate unintentional 
harm (Greenberg et al., 2012).  
Early peacebuilding missions and brokered peace agreements rarely mentioned 
the need to include the education sector as part of the conflict transportation process 
(Tinker, 2016).  Most interventions early in the peacebuilding era were focused on the 
impact violent conflict had on the formal education sector and were implemented through 
the education in emergencies (EiE) framework.  While the EiE field has significantly 
grown, early EiE peacebuilding interventions primarily allocated resources to protect and 
repair schools and increase access for school-aged children to exercise their right to 
education.   
As peacebuilding evolved, the education sector began to examine their 
contributions and actions in post-conflict and fragile settings that were either 
undermining or advancing the peace agenda (Bush & Saltarelli, 2000).  Similarly, 
peacebuilding scholar-practitioners came together to identify linkages among the 
different sectors involved in post-conflict transformation and recognized the need to 
imagine new directions for collaborations (Greenberg et al., 2012).  A recent 
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manifestation of this need to re-conceptualize the intersection of education and 
peacebuilding is evident in UNICEF’s multi-year program entitled, Peacebuilding, 
Education and Advocacy (PBEA) that included UN stakeholders, government leaders, 
and practitioners in 14 participating countries to design “an innovative, cross-sectoral 
programme focusing on education and peacebuilding” (“Learning for Peace,” n.d., para. 
1).   
The Consortium on Education and Peacebuilding component of the PBEA 
program put forth the 4Rs that includes “Redistribution (addressing inequalities), 
Recognition (respecting differences), Representation (ensuring participation), and 
reconciliation (dealing with the legacies of the conflict” as a normative framework 
steeped in social justice theory (Novelli, Cardozo, & Smith, 2017, pp. 32–33).  The 4R 
framework is a welcome addition to bridge theories in the two fields and offers 
researchers a guide to consider how national educational systems contribute to 
peacebuilding at a macro-level.  The following section briefly describes two 
complimentary conceptual frameworks within education for peacebuilding before 
exploring international perspectives on peace education.  
Human rights education and peacebuilding  
In an effort to act as architects of peace in post-conflict contexts, many educators 
posit that the skills, knowledge, and ethical position must also be included in educational 
programming to protect the rights of humanity as was declared in Article 26 of the 
Universal Declaration of Human Rights (UDHR) (Page, 2008).  Boutros-Ghali in his 
Agenda for Peace (1992) referenced the application of human rights education (HRE) as 
one method to teach the capabilities required for peacebuilding activities (Holland, 2010).  
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The most concrete and recent example of the dedication of the international community 
to prioritize HRE is through the approval of the UN Declaration on Human Rights 
Education and Training (DHET) adopted by the United Nations General Assembly in 
2011 (Claude & Tibbitts, 2016). The framework in the DHET states that education ought 
to be about, through, and for human rights, offering a holistic approach that recognizes 
that the content, pedagogy, and impact of the educational endeavor are inextricably 
connected (United Nations, 2011).   
The Education Sector Policy on Peace Education in Kenya draws largely on a 
human rights framework in declaring the rationale and defining the principles for the 
policy (Ministry of Education Science and Technology, 2014).  When introducing the 
rationale for the policy, a direct reference is made to the UDHR Article 26(2) and other 
national legislation to protect the right to education (The Basic Education Act 2013) and 
the rights of children (The Children Act No. 8 of 2001).  Furthermore, this introductory 
section links the policy to existing legal conventions and frameworks and reaffirms 
Kenya’s commitment to international treaties and conventions including the Convention 
Eliminating all Forms of Discrimination Against Women (CEDAW), the UDHR (1945), 
the Convention on the Rights of the Child, the International Covenant on Civil and 
Political Rights, the International Covenant on Economic, Social and Cultural Rights, and 
the African Charter on Human and Political Rights.   
A discussion comparing peace and human rights education is found in the 
following section, however, it is important to note that human rights frameworks have 
been explicitly cited and incorporated into the foundation of the Kenyan Education Sector 
Policy on Peace Education.  At the local level, the Daraja Academy also draws largely on 
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a human rights framework to inform their school model and content included in the 
Women of Integrity Strength and Hope (W.I.S.H) mandated curriculum. Therefore, it is 
essential to recognize and evaluate both peace and human rights education in education 
for peacebuilding initiatives.  
Conflict sensitive education  
Conflict sensitive education emerged out of the growing discussion initiated by 
empirical research conducted at the turn of the 21st century that revealed that education 
could either act to help mitigate conflict or further agitate inter-communal tensions 
through biased curriculum (Bush & Saltarelli, 2000).   Lynn Davies (2010) posits that if 
the education sector is going to assist in the process of conflict transformation 
practitioners must first identify and address pedagogy that could be considered a threat to 
peace.  Scholars have highlighted the myriad ways in which education can cause further 
divisions in a society through perpetuating stereotypes by using “hate curriculum” and 
reinforcing negative violent norms (Davies, 2010), through the manipulation of identity 
politics in narratives found in textbooks to create the “other” (Lall, 2008), and how 
national curriculum agendas may be co-opted by international donor agencies to reinforce 
a geo-political agenda (Burde, 2014).  Novelli and Lopez Cardoza (2008) illustrate how 
educational interventions may reinforce both positive and negative forms of peace to 
demonstrate the complexities between conflict dynamics and education.  
In response to the growing recognition that a conceptual framework was lacking 
for educators working in spaces of conflict and peacebuilding Education Above All put 
out a policy brief on conflict-sensitive education geared toward Ministries of Education, 
donors, and other government actors (Education Above All, 2012).  The policy brief 
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maintains that “conflict-sensitive” means that “Education can sometimes contribute to 
conflict, when it increases social tensions or division…Conflict sensitivity requires 
diagnosing these problems and taking actions to remedy them…” and include a “Do No 
Harm” philosophy (Education Above All, 2012, pp. 7–8).  The policy insists that 
education “actively transforms such tensions and supports peace, such as learning respect 
for diversity, and local, national and global citizenship” (Education Above All, 2012, pp. 
7–8) . 
There is wide consensus among educators working in conflict-affected areas that 
programs, curriculum, and pedagogy need to incorporate a conflict-sensitive lens 
(Davies, 2005; Kirk, 2007; Lall, 2008; Novelli & Lopez Cardoza, 2008; Smith, 2011).  
To this end, the Inter-Agency Network for Education in Emergencies (INEE) offers 
practical tools for educators, donors, policy makers, and Ministries of Education to 
ensure conflict sensitive approaches are taken to create avenues of peace in the 
classroom. (“Conflict Sensitive Education,” n.d.).  The Ministry of Education, Science 
and Technology in Kenya has heeded this advice and has included conflict sensitivity 
among the guiding principles of the Policy (Ministry of Education Science and 
Technology, 2014).   
UNICEF’s Peacebuilding, Education and Advocacy in Conflict-Affected Contexts 
(PBEA) Programme shifted their framework from peace education to education for 
peacebuilding as a more comprehensive model (Herrington, 2015; Reilly, 2013b).  The 
most notable difference between these two frameworks is the claim that education for 
peacebuilding “maintains a systems approach” to examine education systems at the 
“macro, meso, and micro levels” (Herrington, 2015, p. 13). Through this proposed multi-
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level approach, education for peacebuilding aims to advance peacebuilding skills among 
civil society members and advocates to use coordinated and inclusive strategies to 
mitigate conflict drivers “caused, influenced, or that can be impacted by the larger 
education system (Herrington, 2015, p. 13).  This departure in the peace education 
framework is noted to trace the development of how education for peace has evolved.  
However, I maintain that these two frameworks are equally essential to increase 
capacities for peacebuilding skills among learners and now turn to a review of the 
literature on peace education.  
Peace Education 
Peace education offers a critical lens to uncover and deconstruct structural and 
cultural violence embedded in societal norms to foster the knowledge and skills needed to 
develop values required to manifest a culture of peaceii (Bajaj, 2014; Bajaj & 
Hantzopoulos, 2016a; Chowdhury, 2010; “Culture of Peace and Nonviolence,” n.d.; 
Galtung, 1990; Galtung & Hoivik, 1971; Jenkins, 2013; Navarro-Castro, 2010; D. Smith, 
2016). While peace education is recognized internationally, the field is vast and there is 
currently no singular commonly agreed upon definition (Bar-Tal, 2002; Bekerman & 
Zembylas, 2012; Jäger, 2004).  However, most practitioners would agree that peace 
education works to re-imagine the dominant narrative that permits the argument that 
violence is part of human nature to construct a paradigm shift where conflicts are 
transformed nonviolently (Jäger, 2004), human rights are realized (Bajaj 2008; Reardon 
1997), social justice is reclaimed (Snauwaert, 2011), and sustainable development 
principles are employed (Brenes-Castro, 2004). 
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Peace education has evolved in the international sphere within both humanitarian 
and development efforts and has been formalized in international organizations, such as 
UNICEF and the United Nations Educational, Scientific and Cultural Organization 
(UNESCO) (Fountain, 1999; Page, 2008).  During the late 1990s, UNICEF presented 
peace education as an essential component required for children to reach their full 
potential, as supported by Article 29 of the Convention on the Rights of the Child (1989), 
the 1990 World Declaration on Education for All, and the groundbreaking study led by 
Graca Machel (Machel, 2001) on the Impact of Armed Conflict on Children (Fountain, 
1999).  These international instruments offer examples of the discourse prevalent within 
the international civil society to include learning goals that seek to promote peace, human 
rights, and social justice. 
Similarly, Page (2008) points out the language crafted for the Preamble to the 
UNESCO Constitution puts forth the ethical position that if war originated within the 
minds of humanity, then conversely the human mind can also construct a peaceful global 
society.  The premise of this statement is that war is a learned behavior; therefore, 
peaceful methods to resolve conflict may also be learned and applied to overcome the 
dominant bellicose nature.   
In an effort to establish systems within a society to function as a foundation for 
peace, UNESCO campaigned to develop a “culture of peace” that was further 
institutionalized in the Declaration and Programme of Action on A Culture of Peace 
(UNGA Resolution 53/243) adopted in 1999 by the UN General Assembly (Adams, 
2013; Page, 2008). The new millennium was marked by a commitment to this paradigm 
shift advocated by peace educators (Reardon, 1992) through the establishment of the 
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International Year for a Culture of Peace that was extended to the International Decade 
for a Culture of Peace and Non-Violence for the Children of the World (2001-2010) 
(Page, 2008).  Through the process of educating about the impact of violence and 
destructive practices, it is believed that peace education will increase knowledge of an 
alternative reality and transform the consciousness of the masses to establish a paradigm 
shift toward peace (I. Harris & Morrison, 2012).  As the UNICEF definition put forth in 
1999 stated,  
Peace education in UNICEF refers to the process of promoting the knowledge, 
skills, attitudes and values needed to bring about behavior changes that will 
enable children, youth and adults to prevent conflict and violence, both overt and 
structural; to resolve conflict peacefully; and to create the conditions conducive to 
peace, whether at an intrapersonal, interpersonal, intergroup, national or 
international level. (Fountain, 1999, p. 1) 
While it is essential to institutionalize peace education through international instruments 
that can be reinforced at the national and local level, practitioners and scholars of peace 
education have presented critical perspectives regarding the content, approach, and 
pedagogy labeled as peace education.  
Critical peace education  
Peace educators are largely influenced by Paulo Freire’s groundbreaking work 
that positioned education as one avenue to escape oppressive societal norms by teaching 
skills in critical thinking through his problem-posing approach to teaching (Bartlett, 
2008).  Among Freire’s practices that are used by many peace educators is the use of 
dialogue in the classroom, the need to establish non-hierarchical relations between the 
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student and the teacher, and engage in pedagogy that surpasses the traditional “banking” 
method whereby information is deposited into the brain of the passive student. Perhaps 
the most relevant to the field of peacebuilding is Freire’s work linking education to the 
process of rebuilding a fractured society that can be seen as the development of a critical 
consciousness (Freire, 1974).  The premise of this idea is that learners who develop a 
critical consciousness gain the skills to deconstruct one’s worldview and in doing so 
uncover their own agency and ability to engage in individual transformation.  
Bajaj (2008) built on Freirean and other critical perspectives that claimed peace 
education lacked empirical research and local voices in the conceptual design of the 
scholarship.  In response to this commonly cited critique that peace education is hard to 
define (Bekerman & Zembylas, 2012; Jäger, 2004) and evaluate (I. Harris, 2008), Bajaj 
put a call to action for educators to consider reinforcing the foundational critical 
approaches derived from Freire’s work.  In addition, Bajaj reinforced the need to localize 
the content within the context of the learners and draw on historical lessons rooted in the 
framework of human rights and justice. Through analyzing human rights issues at the 
local level, Bajaj posited that civil society would be galvanized through the development 
of a critical consciousness to stand in solidarity against injustices and work toward 
mechanisms of transformation (Bajaj, 2008, 2014).  Drawing on the connections between 
human rights and peace previously mentioned, a brief analysis follows to identify the 
linkages and tensions that exist between these two educational interventions of peace and 
human rights education.  
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Infusing human rights into peace education 
Some peace educators point to the necessity to include human rights in peace 
education (Bajaj, 2008; Reardon, 1997), while others highlight the complexities of 
combining the two concepts in programs within conflict settings where neither peace nor 
the rights of civilians are accessible in the future (Zembylas, 2011).  Reardon (1997) 
insists that the inclusion of the prescriptive nature of HRE makes peace education more 
grounded through the examination of lived experiences related to a rights framework.  
Furthermore, HRE underscores the goals put forth in Galtung’s (1969) idea of positive 
peace to ensure that the structures within a society are ripe for communities to work 
toward “social cohesion and nonviolent conflict resolution” (Reardon, 1997, p. 22).  
Reardon (1997) posits that HRE provides a strong foundation for peace education 
through emphasizing the universal norms of the UDHR that can inform the analysis of 
various forms of violence (structural, cultural, direct) discussed in peace education 
programming.   
As societies transition after a conflict, it is essential to offer a platform where civil 
society members can learn about their rights, report violations, and increase awareness of 
legal instruments put in place through peace processes to protect those marginalized by 
the conflict (Holland, 2010).  Bellino (2014) illustrates the need to recognize the ways in 
which youth develop a human rights consciousness based on their individual encounters 
with historical state-sanctioned violence, past rights violations and existing forms of 
violence.  Furthermore, she asserts that principles of human rights will only be taken 
seriously by youth in post-conflict settings if the state acts to uphold, protect, and provide 
for the basic rights of the people.  With this in mind, educators can infuse HRE into peace 
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education to learn how to establish monitoring mechanisms and identify strategies to 
prevent further rights abuses (Holland, 2010).  With the knowledge of internationally 
recognized human rights instruments, HRE can also support the development of 
individual and collective agency of the learner necessary to advocate for the realization of 
her rights thus mitigating the chance of future violence (Bajaj, 2011).   
As seen in the MoEST Education Sector Policy on Peace Education, policy 
makers and educators are leaning toward a comprehensive approach to raise 
consciousness among the youth about their rights by references international and national 
rights instruments.  Though heading the advice of some scholars, it is critical to not only 
educate about rights, but also to understand and connect to previous historical grievances 
to increase peacebuilding capacities among the youth to prevent and transform conflict.  
The following section returns to the importance of contextualizing peace education in the 
national and local context as suggested by numerous scholars (Brantmeier & Bajaj, 2013; 
Jenkins, 2013; Sommers, 2004; Zembylas & Bekerman, 2013) and reinforced by INEE in 
their Conflict Sensitive Education guiding principles that insist practitioners should 
“conduct an education and conflict analysis or assessment to review the broad conflict 
status or risk of conflict and the historical links between education and conflict…[and] 
how education can mitigate the conflict dynamics” (INEE, n.d., para. 1).  
SECTION II: CONTEXTUALIZING PEACE EDUCATION: CONFLICT 
ANALYSIS IN KENYA 
Considering Colonial Legacies and Neocolonial Realities 
The theoretical framework supporting this research draws on postcolonial 
feminism that originated, in part, from postcolonial theory and scholarship.  Kenya, along 
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with many countries in the contemporary sub-Saharan African region, was colonized by 
the United Kingdom and, after a sustained national struggle, won independence in 1963.  
A historical analysis using a postcolonial lens is beyond the scope of this literature 
review, however, it is critical to honor the personal legacies and societal scars 
colonialism imprinted on the country that are still felt today through Western aid agendas 
and other vestiges of the colonial period still engrained within Kenyan society 
(Datzberger, 2016).  As a point of departure before delving into a brief conflict analysis, a 
definition is provided to situate this history in a deeper more nuanced historical narrative.  
Post colonialism can be viewed as a theoretical resistance to the mystifying 
amnesia of the colonial aftermath.  It is a disciplinary project devoted to the 
academic task of revisiting, remembering and, crucially, interrogating the colonial 
past…in its therapeutic retrieval of the colonial past, post colonialism needs to 
define itself as an area of study which is willing not only to make, but also to 
gain, theoretical sense out of that past. (Gandhi, 1998, p. 5)  
Maintaining a scholarly gaze on the impact of a colonial legacy, allows researchers and 
educators to be open to the critique that neocolonial agendas impact the current 
economic, political, and social advancement of the country (Mwaura, 2005).  
Furthermore, it recognizes that the root causes of the 2007-08 PEV often cited as a result 
of a weak constitution, a political power struggle, and ethnic violence between tribes 
(Roberts, 2012) ought to be interrogated for colonial roots that take shape in neocolonial 
agendas. As members of civil society navigate their lives against the backdrop of a 
contested Presidential election (2017) it is critical to consider past and present grievances 
as well as current challenges to peace.  A gendered lens is applied to the section focusing 
  
40 
on youth in Kenya to offer a review of the literature that will directly relate to the lives of 
the girls at the Daraja Academy.  This approach is taken with a rationale that hinges on 
postcolonial feminist and feminist peace theories.  
Kenya: National Conflict Analysis  
 Located in East Africa sharing borders with Somalia, Ethiopia, South Sudan, 
Uganda, and Tanzania, Kenya boasts a population of over 47 million people representing 
42 diverse ethnic groups (Rohwerder, 2015).   
 
Figure 2. Map of Kenya. 
Since the country gained independence in 1963 issues of corruption, ethnic division, and 
weak democratic practices have challenged the political leadership.  In 2013, the first 
elections to take place under the new 2010 Kenya Constitution were contested by 
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presidential candidate, Raila Odinga, candidate for the Congress for Reform and 
Democracy (CORD) who brought a case to the Supreme Court (Harbeson, 2014).  
Despite the accusations by Odinga that the elections were fraught with corruption, the 
Supreme Court held that the Jubilee Alliance candidate, Uhuru Kenyatta, would be the 
fourth President just some fifty years after his father, Uhuru Kenyatta, led the country to 
independence in 1963.   
Prior to being elected as the President, the International Criminal Court indicted 
President Kenyatta of inciting ethnic violence during the 2007-08 election (Mueller, 
2014).  These charges were later dropped in 2014, but have been brought into the 
forefront of civil society’s memory with the recent accusations citing examples of hate 
speech used by Kenyatta while on the campaign trail (Somerville, 2016).  Over the 
summer months of 2016, the opposition leaders led by former Prime Minister Raila 
Odinga, called their followers to demonstrate every Monday to protest against the alleged 
corrupt Independent Election and Boundaries Commission (IEBC) enacted in 2011 as 
part of the constitutional reforms that supported the election of Kenyatta (Gettleman, 
2016).  Supporters of the opposition residing in Kibera, an informal settlement near 
Nairobi known to be an “opposition stronghold,” were once again traumatized by the 
death of protestors and violent clashes with the police forces during the summer months 
(“Protests in Kenya as opposition marks ‘Day of Rage,’” 2016).  Even though protests 
were called off due to the violence (Zadock, 2016), these events signaled that tensions 
were increasing as the elections drew closer.  
At the time of this writing (2018), the 2017 election continues to be strongly 
contested by the opposition party, National Super Alliance (NASA) led by Raila Odinga. 
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Figure 3 (ACLED, 2017) reproduced here illustrates that the level of riots and protests 
rose significantly due to civil unrest after the initial election that resulted in President 
Uhuru Kenyatta’s re-election in August 2017 that was nullified by the Kenya Supreme 
Court  (Batten-Carew, 2017).  
 
 
Figure 3. Number of events by type and reported fatalities, Kenya, November 2012-
October 2017 (Reproduced from: Batten-Carew, 2017). 
The repeat election resulted in further unrest with the opposition candidate, Raila 
Odinga pulling out of the re-run stating reasons that the Independent Electoral and 
Boundaries Commission had not rectified their practices to ensure the election would be 
fair and credible (A human rights monitoring report on the 2017 repeat presidential 
elections, 2017).  Ninety-eight percent of the 7,483,895 votes for the October 26th, 2017 
repeat election were for Uhuru Kenyatta of the Jubilee party, thus declaring him the 
winner (“Uhuru Kenyatta wins repeat election with 7.4 million votes,” 2017).  The low 
voter turnout was partially due to boycotts, blocked polling stations, and an increase in 
protests and violence against civilians (A human rights monitoring report on the 2017 
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repeat presidential elections, 2017).  President Kenyatta was sworn in to office on 
November 28, 2017.  News about his inauguration filled the headlines alongside reports 
of injured opposition members at the hands of the police, thus signaling a deeply divided 
civil society (Ombuor, 2017).  On the eve of the Presidential inauguration, the opposition 
party announced their “national resistance movement” to engage in various methods of 
civil disobedience to undermine the President Kenyatta’s authority.  This recent conflict 
rooted in ethnic tensions, unfair election procedures, state-sanctioned violence, and 
impunity has also impacted the education sector.  Reports from the Daraja Academy 
indicate that the most recent election violence “blown into the classroom” through a felt 
sense of rising election heat (Administrator, focus group, date 2017).  A sentiment likely 
shared by many educators on the ground.  
In addition to the politically and ethnically driven conflict drivers, there are 
several other threats to both positive and negative peace present in the country.  Inter-
communal conflicts exist in Nairobi, in communities residing in the Rift Valley, and 
among tribes from the pastoralist arid areas (Rohwerder, 2015).  According to a report 
(2015) prepared for the European Union, there are multiple factors that contribute to the 
violence suffered across civil society and include: ethnic tensions, inter-state border 
conflicts, political issues such as zoning, resource scarcity, insecurity due to small arms, 
and lack of structural systems to address security, poverty, and development that leads to 
further marginalization.  Kenya is also challenged with issues of radicalization of the 
youth being drawn into terrorist groups residing in bordering areas of Somalia.  Kenya 
has been victim to multiple attacks at the hands of Al-Shabaab combatants in recent years 
(Anderson & McKnight, 2015) and is challenged with issues of how to fight radical 
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Islamic groups recruiting young people as well as strategies to reintegrate returnees who 
defect from the terrorist group and wish to rejoin society (Defying Extremism field notes, 
Mombasa, July 2016).   
Violence Against Girls  
Gender based violence is defined by the Convention on the Elimination of All 
Forms of Discrimination against Women (CEDAW) as “a form of discrimination that 
seriously inhibits women’s ability to enjoy rights and freedoms on a basis of equality 
with men” (General Recommendation No. 19, 1992) (UN Women, 1992).  According to 
one policy document, gender discrimination “refers to unequal or preferential treatment 
of individuals or groups on the basis of their gender that results in reduced access to/ or 
control of resources and opportunities” (Republic of Kenya - Ministry of Defence, 2017, 
p. 21).  The most recent GoK CEDAW report (2016) outlines national efforts to reinforce 
legal structures including changes in the new Kenyan Constitution (2010 – Articles 59, 
59(2), and 59(3)), an updated national Policy on Gender and Development (2000) in 2011 
under the Ministry of Gender, Children and Social Development, and the creation or 
amendment of relevant acts to protect the rights of women (i.e. the Marriage Act, 2014, 
Victim Protection Act, 2013). Notable new policies include 1) the Education and 
Training Sector Gender Policy of the MoEST (2015) that was made possible through the 
“Joint Programme on Gender Equality and Women’s Empowerment of Kenya (JP 
GEWE: 2009-2015) that brought together 14 United Nations organizations for 
coordinated action to advance the gender agenda (United Nations Development 
Programme, n.d.) and 2) the Gender Policy implemented in May of 2017 through the 
Ministry of Defence (2017). Despite these advancements, girls in Kenya are treated 
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differently based on their gender which creates unique challenges to peace for young 
women in the country.    
The national youth policy (2006) defines youth in the country as ages 15-30 years 
old (Kenya Ministry of Youth Affairs, 2006).  According to the United Nations 
Population Fund, Kenyan ages 10-24 make up a large majority of the population at 32% 
in 2014 (UNPF, 2014).  Violence against girls in Kenya is perpetuated in three distinct 
and interlocking ways; direct, cultural and structural (Galtung, 2006).  Referring back to 
peace scholar, Johan Galtung’s definition of violence demonstrates the interconnected 
and fluid nature of these actions that negate the realization of peace (Galtung, 1990).  
Direct violence is visible causing physical harm, while structural violence is deeply 
embedded into the societal norms as dictated by legal and political practices that slowly 
erode the humanity of an individual and may cause physical harm but in a more indirect, 
covert manner (Galtung, 1969). 
Conversely, cultural violence is rooted in the societal, religious, or political norms 
that act to excuse the injustice as is seen in practices of female infanticide or female 
circumcisioniii (Galtung, 1990).  This framework is useful to conceptualize the human 
rights abuses suffered by the girl child in Kenya that include gender-based violence, 
forced domestic servitude, lack of access to education, female circumcision, and early 
marriage (Munyao, 2013).  According to international reports, 26% of girls are married 
before the age of 18 (UNICEF, 2014), 11 % of girls between the ages of 15-19 undergo 
the practice of female circumcisioniv (The DHS Program, 2015), and one in five women 
in Kenya is a survivor of gender-based violence (Permanent Mission of the Republic of 
Kenya to the United Nations, 2013).  While there are a multitude of reasons why girls are 
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not advancing in their educational careers, it is essential to raise awareness among 
educators and peacebuilders of these deeply embedded structural and cultural violent 
forms of oppression that block the pathway of girls in Kenya (Milligan, 2014).   
Research focused on low enrollment and retention rates of girls in primary and 
secondary education in Kenya offers essential insights into the root causes of gender 
discrimination in the country (Chege & Sifuna, 2006; Chen, 2007; Evaline, 2013; 
Milligan, 2014; Warrington & Kiragu, 2012; Wright & Plasterer, 2011).  Access to 
education, in particular secondary education, has been largely viewed as an avenue to 
reach economic success that leads to “empowerment” and self-sufficiency (Omwami, 
2014).  Remaining cognizant of the critiques empowerment frameworks (Cronin-Furman 
et al., 2017), it is important to contextualize this word in the Kenyan context.  Gender 
empowerment can be defined as, “A process through which men, women, boys and girls 
acquire knowledge and skills, and develop attitudes to critically analyse their situations 
and take appropriate action to improve their status in society.” (Republic of Kenya - 
Ministry of Education Science and Technology, 2015, p. vii) 
While education is largely viewed as the economic panacea, the gender parity gap 
is ever widening in Kenya despite national efforts to educate all children in the country 
(Republic of Kenya - Ministry of Education, 2012).  According to international statistics, 
83 % of girls are enrolled in primary school and 48% are enrolled in secondary school 
(UNICEF, 2015). The secondary school attendance ratio (2008-2012) for males was 
39.5% and females 41.6% leading a large majority of youth in Kenya idle without a path 
to education and little economic opportunities (UNICEF, 2015).  With over half of the 
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female population of children not attending secondary school, it is essential to gain a 
better understanding of the challenges inhibiting access to education for girls in Kenya.  
A historical vantage point must be taken to consider the hegemonic forces that 
influenced the development of a patriarchal society and has been reinforced through 
cultural and traditional norms in many communities in the country (Chege & Sifuna, 
2006).  Gender injustice is visible as both overt and covert forms of discrimination 
against girls in school and among those striving to gain access to a secondary education.  
Chege and Sifuna (2006) point to the “hidden curriculum” that prevails in some 
educational settings that serves to continually undermine the value of the girl child so as 
not to challenge historically rooted systems of male dominance.  Girls have also reported 
instances of sexual harassment by teachers in schools and have succumbed to pressure to 
exchange sexual services for grades or money to pay for their education (Evaline, 2013; 
Warrington & Kiragu, 2012).   
Milligan (2014) zooms in on rural contexts in Kenya to identify some of the 
struggles unique to this population of girls in the country.  Milligan’s research highlights 
the gap between rhetoric and practice in her assessment of teacher’s negative attitudes 
about girls on the one hand and, on the other hand, the teacher’s apparent desire to ensure 
the rights of girls are protected.  The attitudes revealed in this research indicate that 
teachers felt that the girls were not serious and blamed the students for what they 
considered to be poor decisions that led them into early pregnancies (Milligan, 2014).  
These negative gender-based stereotypes demonstrated points to the institutionalized 
nature of patriarchal views that must be broken not only in policy and rhetoric, but in 
attitudinal shifts among teachers themselves.  
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Warrington and Kiragu (2012) employ a rights-based approach to address the 
injustices girls face in Kenya using Amartya Sen’s capabilities approach to frame the 
reasons girls have limited access to education as “unfreedoms”.  Amartya Sen’s theories 
have succinctly connected the concept of development with the ability to exercise one’s 
freedoms through what one is or is not capable of accessing (Sen, 1999).  For example, if 
girls in Kenya are unable to access an education it is less likely they will be able to 
understand their rights.  Warrington and Kiragu (2012) conducted research in four 
schools in Kenya and found that girls experienced unfreedoms in three categories, 1) 
environmental and infrastructural 2) economic, and 3) personal.  A brief explanation is 
offered of these three unfreedoms as a complimentary framework to Johan Galtung’s 
notions of structural and cultural violence.  
The first category of environmental and infrastructural unfreedoms relate to the 
limited natural resources such as water and firewood available in rural areas of Kenya.   
The second category is economic unfreedoms that render it impossible for girls living in 
abject poverty to pay for fees associated with their education.  Lastly, the personal 
unfreedoms are directly correlated to gender inequalities experienced by the girls.  
“Within a strongly patriarchal culture, where fathers were described repeatedly as the 
main decision-makers, it was clear that the voices of girls and women were often 
silenced, not least in relation to rights over their own bodies” (Warrington & Kiragu, 
2012, p. 305).  Warrington and Kiragu (2012) cite instances of girls facing power 
struggles over decisions related to child marriage and female circumcision and linked 
these traditions to the patriarchal attitude that, “education was often seen as being 
pointless for a girl” (p. 305).  
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With these challenges to peace both at a state and individual level as seen in the 
case of female youth, educators and peacebuilders may begin to consider what 
interventions have been successful to interrupt these societal norms.  While there has 
been limited empirical research using a vertical case study approach conducted on peace 
education in Kenya, there are several researchers advancing understanding of how peace 
education ought to be conceptualized in the Kenyan context.  
Connecting Education and Conflict: Education for Peace in Kenya  
 The Education Sector Policy on Peace Education has largely been documented 
through outreach efforts of the GoK MoEST and ADEA ICQN-PE to author reports and 
publish news briefs to raise awareness of the accomplishments of the Peace Education 
Programme (INEE, 2012; M. Kangethe, 2009, 2016; M. W. Kangethe, 2015). While 
some research exists to offer a contextual background on the Peace Education 
Programme in Kenya that led up to the Policy (Chiriswa & Thinguri, 2015; S.M. 
Lauritzen, 2013, 2016; Mary, 2016; Mendenhall & Chopra, 2016; A. Smith et al., 2016; 
Tebbe et al., 2013) and efforts teach peacebuilding skills aligned with the Policy 
(Chiriswa & Thinguri, 2015; Dawo & Wagah, 2011; Julius et al., 2012; Mary, 2016; 
Wachira, 2012) the impact of the PEP and Policy remains an under researched area.  A 
brief summary is offered here and Part one in the findings section seeks to map out a 
more detailed understanding of how peace education is conceptualized at the national 
level.   
Tebbe, Kangethe, and Ikobwa (Tebbe et al., 2013) lay the foundational 
background that led to the Education Sector Policy on Peace Education through a 
historical account of the development of the Inter-Country Quality Node (ICQN) on 
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Peace Education (2009) under the Association for Development of Education in Africa 
(ADEA).  The ICQN on Peace Education set out to engage the education sector in violent 
prevention strategies in response to the rampant conflict across the globe that also 
touched many of the member states in the continent.  Viewed as an inter-governmental 
collaboration with support from international non-governmental organizations, the ICQN 
Action Plan developed by representatives from many of the countries identified three 
areas of focus that include: “policy programming and action plans; delivery of peace 
education; and building capacity through advocacy” (Tebbe et al., 2013, p. 89).  The 
Ministry of Kenya was appointed as the lead of the ICQN Peace Education group of 
which Mary Kangethe, formerly the Assistant Director of Education in the Kenyan 
MoEST, was also the Ministry Focal Point person for the group.  
 According to Ms. Kangethe, one of the reasons the Education Sector Policy on 
Peace Education in Kenya has been so successful is because it is locally driven and not 
driven by an international agenda (personal communication, 2015).  While there is a 
sense of national ownership, in analyzing the PEP in Kenya, it is evident that the MoEST 
engaged multiple stakeholders at the inter/national level, national, and local level to 
support this initiative. Therefore, when analyzing national policy measures such as the 
Kenyan MoEST Policy on Peace Education it is critical to note both the transnational 
networks (Stone, 2004) and practitioners “on the ground” working to translate these 
policies into the local context (Merry, 2006).  The following section presents two case 
studies to highlight research on localized approaches to peace education in both the 
formal education sector and refugee settings in Kenya.   
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 Mendenhall and Chopra (2016) focus on three different cases where peace 
education programming is found in Kenya, the first in a refugee camp, the second at the 
national policy level that has already been discussed, and a third at the non-governmental 
level with the organization, Teachers Without Borders.  Highlighting the challenges in 
implementing education for peace in each of these cases, Mendenhall and Chopra 
conclude with key insights that are useful to consider when thinking about actualizing the 
goals identified in the MoEST Education Sector Policy on Peace Education.  The first is 
the need for teachers of peace education to be trained on the content on an on-going basis 
to embrace the pedagogy and encourage transformative learning spaces.  Related to this is 
the necessity to include university teacher professional programs that can facilitate this 
transfer of knowledge. Kenneth Omeje (2015) also emphasizes this need, but insists that 
the frameworks for peace education at the university level be revised to infuse “African 
authenticity and conflict sensitivity” (p. 28). And finally, Mendenhall and Chopra (2016) 
suggest that a sustainable approach to implementing the MoEST Education Sector Policy 
on Peace Education ought to engage all levels of society including the 
grassroots/community levels. In this way, the authors posit that localizing the education 
will inherently address some of the structural injustices seen as the root causes of a 
conflict. This research heeds the call of Mendenhall and Chopra (2016) by examining a 
localized version of peace education in the Daraja Academy to understand continuities 
and discontinuities with the national level policy on peace education.  
 Similarly, Lauritzen (2016) advanced understanding around the efforts of the 
MoEST Education Sector Policy on Peace Education through a mixed methods research 
study conducted at the policy level and local primary school level.  The study draws on 
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research that Lauritzen (2013) conducted during her thesis research focused on the 
implementation of the MoEST Peace Education Programming at the primary school level 
in Kenya.  The purpose of Lauritzen’s (2016) research was to interrogate how peace 
education can help build peace in a post-conflict setting.  Using a multilevel design, data 
was collected from stakeholders at the policy level and the local level by conducting case 
studies with four primary schools in the Rift Valley where staff received Peace Education 
Programming (PEP) from the MoEST in response to the PEV in 2007-08.  
 Lauritzen (2016) organized the policy implications into three policy level 
approaches that resulted in various consequences felt on the ground i.e. the local level.  
The first, a reactive approach, is viewed as a direct response to the PEV perceived as a 
misguided shift in responsibility from the policy level actors to transfer the responsibility 
to the teachers to build peace in this post-conflict situation.  The second, an additive 
response, describes an approach whereby an educational program is brought into a school 
setting, yet it is a subject that is not tested.  This additive curriculum was found 
challenging to educators within schools rooted in a test-driven education system based in 
rote learning and memorization.  In addition, due to the secular nature of the PEP 
program, the teachers did not feel connected to the content of the lessons that were not 
faith-based or included in a tested subject.  The third approach, the top-down 
implementation strategy, resulted in feelings at the ground level that the PEP content was 
not contextualized to each setting and therefore, the lessons were not relevant across the 
four schools surveyed.  Furthermore, school communities in rural areas felt that there was 
deferential treatment to support the urban school settings.   
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 The challenges identified by Lauritzen (2016) and lessons learned as described by 
Mendenhall and Chopra (2016) offer a strong point of departure for this research to 
further analyze how the MoEST is conceptualizing education as a method of 
peacebuilding and what one all-girls’ school is doing in response to various forms of 




CHAPTER III: METHODOLOGY 
Restatement of the Purpose of the Study 
The purpose of this study is to examine how both the MoEST Peace Education 
Programme, inclusive of the Policy on Peace Education (2014), and the Daraja Academy 
have impacted national and local discourse and action related to peace education as a 
form of peacebuilding.  Perspectives from national stakeholders working to develop, 
implement and evaluate policy and related curriculum on peace education are considered 
through a qualitative approach and document analysis.  This vertical case study is rooted 
at the local level with a mixed methods research approach to identify how peace 
education is conceptualized and put into action at one private all-girls’ secondary 
boarding school, the Daraja Academy.  Through conducting a vertical case study, this 
research draws from the field of comparative international education (CIE) to document 
the historical significance of the PEP and Policy (2014) and assess how actors on 
multiple levels have developed, interpreted, and activated the policy into practice in 
Kenya. This study intends to fill a gap in the scholarly literature to provide empirical 
research that examines how educational policy can be a tool for peace and critically 
analyze educational interventions at one secondary school in Kenya.   
Research Design: Vertical Case Study  
This study uses the vertical case study approach to explore the research questions 
highlighted to understand how peace education is conceptualized in Kenya.  The vertical 
case study approach developed by Bartlett and Vavrus (Bartlett & Vavrus, 2017; 2006) 
offers comparative international educators a framework to analyze how policy is put into 
practice at the micro-, meso-, and macro-levels within a single country.  Drawing from an 
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ethnographic approach, Bartlett and Vavrus (2009) consider research as a vertical case 
study if it is, “a multisided, qualitative case study that traces the linkages among local, 
national, and international forces and institutions that together shape and are shaped by 
education in a particular locale” (pp. 11-12).  
According to a MoEST representative, the Peace Education Policy (2014) was 
approved based on the internal investment of key national stakeholders and little outside 
pressure from international organizations to adopt the policy (Skype interview, MoEST 
representative, 2015)v.  Preliminary research conducted through informational interviews 
(January 18-21, 2016) and a document review reveal that international and national 
organizations provided both increased capacity and financial support to aid in the 
development of the PEP (Ministry of Education Science and Technology, 2014). Through 
the application of a multi-scalar approach as designed by Bartlett and Vavrus (2009; 
2017) this research offers a detailed historical narrative highlighting linkages across the 
international and national levels helping to advance the PEP and Policy (2014) in Kenya.  
Vavrus (2005) posits that the international and national levels are in some cases 
inseparable and can be combined into one “inter/national” level.  The “inter/national 
level” refers to the process whereby aid-dependent countries receive support from 
international organizations for policy-related initiatives that are integrated at the national 
levels and thereby have a co-dependent relationship (Bartlett & Vavrus, 2009; Vavrus, 
2005).  Even though it appears that the Education Sector Policy on Peace Education 
(2014) included knowledge, resources, and actions from actors within the international 
sphere, the focus of this study remains primarily on the national level actors (Ministry of 
Education Science and Technology, 2014).  To examine the national level discourse and 
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action on peace education, a qualitative approach was used to interview key actors at this 
higher level coupled with an in-depth document analysis.  
Research conducted within comparative international education (CIE) has been 
critiqued for the multi-country level analysis that can sometimes remain in the upper 
level discourse dominated by high level actors and not represent the contextual realities 
on the ground (Bartlett & Vavrus, 2009).  Repositioning the emphasis placed on high-
level actors, Bartlett and Vavrus (2009) posit that a vertical case study that includes the 
local level can “de-center the nation-state from its privileged position as the fundamental 
entity in comparative research to one of several important units of analysis” (p. 11).  
Therefore, the vertical case study approach informs the framework for this research and 
includes local actors to contextualize how peace education is enacted in one school.  
At the local level, the Daraja Academy, an all-girls’ secondary boarding school is 
the site selected to collect data using a mixed methods research design.   On the 
qualitative side, semi-structured interviews were conducted with administrators, teachers, 
and students.  Quantitative data was collected through a survey administered to all 
students in Forms 1-4 vi based on a framework aligned with the Culture of Peace 
(“Declaration and programme of action on a culture of peace,” 1999).  Furthermore, a 
document analysis was conducted to identify themes that were triangulated with the 
qualitative and quantitative data. 
 
National level 
Method justification  
The first research question explores what ways the Peace Education Programme is 
conceptualized at the national level and what key stakeholders are advancing education 
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for peace in Kenya.  Bartlett and Vavrus (2014, 2017) emphasize the need to utilize a 
qualitative approach as the methodology for vertical case studies to gain a nuanced 
insight into discourse at the different sites where the research takes place.  Therefore, 
semi-structured interviews were conducted with representatives from key organizations 
along with a document review of relevant print and on-line resources related to the PEP 
in Kenya.  
Population and sample 
Purposeful sampling was employed to invite representatives from the national and 
inter/national level who have interacted directly with the development, dissemination, 
implementation, and/or evaluation PEP and Policy (2014) to participate in the semi-
structured interviews.  Influential individuals working within international and national 
non-governmental organizations (NGOs), regional inter-governmental organizations, 
government ministries in Kenya, special appointed government bodies working within a 
peacebuilding mandate, educational branches within the Ministry of Education in Kenya, 
and higher education academic institutions supporting the MoEST’s research agenda on 
peace education were invited to participate in this research.  
Data collection  
 Semi-structured interviews. Individual in-person interviews were facilitated by 
Skype (July 2016 – March 2018). Semi-structured questions were developed based on the 
document analysis to clarify questions, deepen analysis, and understand connections 
between actors supporting the PEP.  Upon receiving written consent, all interviews were 




Table 1. National Level Individual Interview Participants (July 2016-March 2018) 







1 Joyce* Female* 
Ministry of Education, 
Science and Technology of 
Kenya (MoEST) 
8/16/2016 
2 Nancy Female 
Inter-Agency for Education in 
Emergencies (INEE) 
5/15/2017 
3 Fadhili Male 




4 Adhit Male 




5 Joyce* Female* 
Kenya National Commission 
for UNESCO (KNATCOM) 
3/01/2018 
6 Mercy Female 
Non-governmental 
organization (NGO)  
3/01/2018 
7 Lavendar Female 




*Indicates the same individual interviewed while holding different positions.  
 
Document analysis. The document analysis at the international level had three 
goals related to the initial research question: 1) to trace historically the international and 
national stakeholders who influenced the conceptualization and implementation of the 
MoEST Peace Education Programme (PEP) in Kenya over time (from 2008 – 2017), 2) 
to identify core competencies (i.e. knowledge, skills, attitudes, major themes, pedagogical 
approaches, theoretical frameworks) throughout the evolution of the PEP, 3) to assess 
how core competencies in PEP key documents were reinforced or integrated through Life 
Skills Education (Republic of Kenya - Ministry of Education, 2008) and the new 
framework produced through the curriculum reform process (Kenya Institute of 
Curriculum Development, 2017).  
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A gendered lens is applied to highlight leverage points where local manifestations 
of the PEP and Policy (2014) can address gender based violence through gender 
transformative programmingvii.  In preparation for this research, informal interviews were 
conducted in January 2016 with representatives of the National Cohesion and Integration 
Commission (NCIC), the MoEST, UNESCO, and Teachers without Borders.  Key 
documents related to the PEP and Policy (2014) were selected for analysis including 
official reports, peer-reviewed articles, news updates, relevant policy documents, and 
social media posts.  A summary of key documents included in the analysis is found in 
Table 2 PEP Document Analysis (2008-2017). 
Table 2. Peace Education Document Analysis (2007-2017)  
Peace Education Programme Document Analysis (2007-2017) 
Lead 
Organization 
Name of Document and Publication Date Document Type 
Relevant Curriculum Reform Frameworks 
MoEST GoK  
MoEST Life Skills Education Syllabi for Secondary 
Education (Form 1-4) (2008) 
Syllabi 
KICD GoK GoK: Basic Education Curriculum Framework (2017) 
Curriculum 
Framework 
Key MoEST Peace Education Programme (PEP) Documents 
MoEST GoK 
MoEST Teacher Training Manual (2008) Teacher manual 
MoEST PE Teacher Activity Book Class 1,2,3 (2008)  Curriculum 
MoEST PE Teacher Activity Book Class 4,5* (2008) Curriculum  
MoEST PE Teacher Activity Book Class 6,7,8 (2008) Curriculum 
MoEST PE Story Book (2008) 
Supplemental 
materials 
MoEST Education Sector Policy on Peace Education 
(2014) 
Policy  




Education as an agency for fostering peace, 
integration and partnership (Mombasa, 2009) 
Workshop Report 





ICQN-PE: Fostering a community of practice in Africa to 
promote peace through education (Naivasha, 2012) 
Workshop Report  
Naivasha Communiqué (2012) 
Regional 
agreement 




Learning to Live Together Curriculum (LTLT) (2008) Curriculum 
Reports on implementation of LTLT (2014-2017) 
Organizational 
news updates 





Prevention and Management of Emerging Forms of 
Violence: Teachers Manual (2017) 
Teacher manual 
Prevention and Management of Emerging Forms of 




Prevention and Management of Emerging Forms of 




Data analysis procedures 
 Data collected from the interviews was transcribed and entered into NVIVO QSR 
International qualitative software.  In addition, notes taken from the document analysis 
were entered into NVIVO to triangulate the data and identify emerging themes.  
Local level  
Method justification 
The second research question examines how the Daraja Academy conceptualizes 
and enacts peace education. The research conducted at the local level employed a mixed 
method design to incorporate semi-structured interviews with both individuals and focus 
groups, participant observation, a document analysis and the use of a survey administered 
to the students at the school.  The purpose of the survey is to assess the overall climate of 
the school and consider the lived experience of students as examined through an 
expanded Culture of Peace framework (Brenes-Castro, 2004; “Declaration and 




The Daraja Academy was selected to conduct a case study analysis at the local 
level as an exemplary all-girls’ secondary boarding school with a small student body of 
an average of 118 students located in a rural area.  I first learned about the school in the 
fall of 2013 through colleagues at the University of San Diego, home of the Women 
PeaceMakers program at the Joan B. Kroc Institute of Peace and Justice (IPJ)viii. 
Colleagues shared the positive impact that Kenyan Woman PeaceMaker, Alice Nderitu  
had on the Daraja students when she visited the campus (Doherty, 2014).  This 
observation peaked my interest to learn more how an internationally celebrated Kenyan 
Women PeaceMaker influenced young girls in her country to promote peace.  Through 
conversations with the founders of the Daraja Academy and colleagues at the University 
of San Diego partnering with the school, two needs were identified.  The first was the 
need to integrate Kenyan Women PeaceMaker narratives into their existing W.I.S.H. 
curricula, and the second was to review and update their W.I.S.H. curriculum in 
accordance to the MoEST Life Skills standards.  Through this process, I identified 
explicit and implicit peace education lessons in the W.I.S.H. curriculum (Katie Zanoni, 
2017). From 2014-2015, I responded to this need through an engaged scholarship 
approach and volunteered to assist in the review and revision process of the W.I.S.H. 
curriculum to integrate lessons on human rights, conflict resolution, and peacebuilding 
piloted in 2016.  
To this end, I have fostered an on-going positive relationship since 2013 to 
support the administrative team and W.I.S.H. teachers to conduct the pilot study (2015-
2016) and co-develop W.I.S.H. curriculum to be piloted (2015).  As demonstrated 
  
62 
through a previous site visits for the pilot study (January 2015 and February 2016) the 
Daraja Academy administration, teachers and students support the continuation of my 
research and graciously integrate me into the school community during my site visits.  In 
addition, the administration has provided access to student records, curriculum, and other 
relevant documents such as minutes for student clubs.  Throughout this process, I have 
engaged in honest and open discussions with the founders and administration of the 
Daraja Academy to ensure that all feedback would be welcome, both positive and critical 
in nature, and viewed not as a threat, but as a learning opportunity for the school to 
reflect on their curriculum, policies, and practices (review of field notes, 2013-2016).  
The W.I.S.H program is one example of a unique component that sets this school 
apart from the normative structures that exist within other private secondary and public 
schools in the country (Zanoni, 2017).  By selecting the Daraja Academy as the focus of 
the case study on a local level, this research seeks to examine the entire model of the 
school to identify and understand additional components of the school aligned with peace 
education.  The students, staff, administrators, and teachers believe that there is 
something different about a “Daraja girl” and hold the highest aspirations for these young 
women to become the next leaders of Kenya (field notes from site visits, 2015 and 2016).  
This research seeks to explore these perceptions within one intentionally designed 
educational community to identify how peace education is conceptualized and realized in 
both implicit and explicit ways within the school model.  
Population and sample 
The setting for the local level of the vertical case study is the Daraja Academy, a 
secondary boarding school for girls located in Laikipia County, Kenya.  The sample 
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population for this study includes graduating classes 2016-2019.  From 2013 through 
December 2016, the Daraja Academy served 118 students with a small class size 
averaging 30 students in each grade as displayed in Table 3. The Daraja Academy offers 
one class of each secondary school level (Forms 1 through 4), which is the equivalent of 
the U.S. school system 9th-12th grade.  Descriptive statistics for the population in this 
study is from the Daraja Academy administration records released to the author for 
graduating classes 2012-2019 (n=223).  The Daraja Academy admits students from 
across the country and celebrates the diverse student body that is illustrated in Figure 4 
and 5 that detail the demographic information on the students’ religion and tribal identity. 
The student body at the Daraja Academy represents 32 of the registered 44 tribes in the 
country (“Daraja: In numbers,” 2017).  
Table 3. Daraja Academy Alumnae and Current Students (February 2015) 
Daraja Academy Alumnae and Current Students (December 2016) 
 
Admission Students Graduation  Education level Employed 
2009 26 2012 
18 admitted to 
college/university 
10 students 
2010 26 2013 
13 admitted to 
college/university 
 5 students 
2011 26 2014 
19 admitted to 
college/university 
 5 students 
2012 27 2015 
20 admitted to 
college/university 
 2 students 
2013 24 2016 Form 4 / grade 12  N/A 
2014 30 2017 Form 3 / grade 11  N/A 
2015 32 2018 Form 2 / grade 10  N/A 
2016 32 2019 Form 1 / grade  9  N/A 
Total    
students 





Figure 4. Pie chart: Ethnic identity (by tribe) for the Daraja Academy population 
(Graduating Classes: 2012-2019) (n=223). Other = a tribal group equal to or less than 3 
student representatives. 
 Figure 4 illustrates the most commonly represented tribes within the student body 
from the inception of the school (2009) for graduating class of 2012 graduating class 
(2019) (n=223).  Similar to the national demographic data, the Kikuyu tribe is most 
represented (26%) followed by Maasai (10%), Turkana (9%), and Luo (7%).  Figure 5 
illustrates most students are Christian (43%) or a denomination of Protestantism (ex. 
Baptist, African Initiated Churches, Pentecostals), with a smaller number of Catholic 



























Daraja Academy Students Graduating Classes 





Figure 5. Pie Chart – Religious identity for the Daraja Academy population (Graduating 
Classes 2012-2019) (n=228). 
Survey. The participants included students in residence at the Daraja Academy 
during the time of the site visit (July 2016).  All Form 1- 4 students (n=118) residing on 
the campus were invited to participate in the survey on a voluntary basis.  Student 
invitations for focus groups were conducted using a stratified random sample to ensure 
that students from each Form participated.  While the traditional ages of students in Form 
1- 4 range from 13 to 18 years old, some of the students were over 18 years old due to an 
unavoidable break in their education.   
Data collection 
 Semi-structured interviews. During a one-week site visit to the Daraja Academy 
in July 2016, I conducted in-person, semi-structured individual interviews with staff 































2017 (n=12; 9 teachers; 4 staff/administrator) and five student focus groups (n=20 
students; Form 1: 3, Form 2: 3, Form 3: 5, Form 4: 5, Class Leaders from Form 1- 4: 4).  
Upon receiving written consent, all interviews were recorded and I took detailed notes 
during the interview and each evening of the site visit.  Semi-structured interview 
questions are listed in Appendix IV and V.  Tables 4 and 5 present a summary of the 
participants in the individual interviews and focus groups with assigned pseudonyms to 
protect anonymity.  
 Table 4. Daraja Academy Participants (July 2016 – November 2017) 






Years at Daraja 
Academy 
1 Ashura Male Administrator 8 years 
2 Darius Male Teacher 4 years 
3 David Male Teacher 4 years 
4 Faith Female Teacher 4 years 
5 Faraja Female Teacher 4 years 




7 Grace Female Teacher 2 years 
8 Joseph  Male Teacher 6 years 
9 Juliet Female Administrator  8 years 
10 Katherine Female Teacher 5 years 
11 Martha Female Teacher 2 years 
12 Rose Female Administrator 8 years 







Table 5. Daraja Academy Student Focus Groups (July 2016) 





Form Tribe Religion  County Age 
1 Susie Form 1 Maasai Christian Laikipia 14 
2 Maggie Form 1 Samburu Christian Laikipia 15 
3 Barbara Form 1 Mmeru Christian Nyeri 14 
4 Joselyn Form 2 Maasai Christian Kajiado 17 
5 Roberta Form 2 Luo Christian Siaya 16 
6 Faith Form 2 Luo Christian Kisumu 16 
7 Rosie Form 3 Maasai Christian Kajiado 17 
8 Fatma Form 3 Multi-ethnic Christian Makueni 18 
9 Lilly Form 3 Kikuyu Christian Laikipia 16 




11 Kristine Form 3 Kikuyu Catholic Muranga 17 
12 Alice Form 4 Kikuyu Catholic Kiambu 17 
13 Joyce Form 4 Kikuyu Christian Laikipia 17 
14 Emily Form 4 Maasai Christian Laikipia 20 
15 Khadija Form 4 Konso Muslim Marsabit 18 

























Note: To protect anonymity, student quotes do not indicate the students’ pseudonym. 
 
Survey instrument. The survey instrument selected for this research was initially 
designed by Stephanie Knox Cubbon to develop indicators to examine a culture of peace 
within an institution (Knox Cubbon, 2010b). The conceptual framework for the survey 
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was developed under the guidance of peace educator, Virginia Cawagas, and included 
three main models used in the field of peace education to demonstrate a holistic construct 
of peace.  The models include: 1) the UN Declaration and Programme of Action on a 
Culture of Peace (A/RES/53/243, 1999) that led to a call amongst UN member states to 
shift the paradigm from a culture of violence to a culture of peace initiated by UNESCO 
(Adams, 1995); 2) the “flower model” that illustrates different themes required for a 
culture of peace including education for sustainable development (ESD), and 3)  the 
Integral Model of Peace Education that posits that peace is a person-centered concept 
defined as a “state of integrity, security, balance, and harmony” and expressed through 
one’s “relationship to the self, to others, and to Nature” (Brenes-Castro, 2004, p. 83). 
Validity and reliability. With Knox-Cubbon’s permission, the survey was adapted 
and administered to students in Forms 2-4 (n=35) using a paper format as part of an IRB 
approved pilot study focused on the Women of Integrity, Strength, and Hope program at 
the Daraja Academy (February 2015) (See Appendix I for details on the changes made to 
the survey). During my site visit in January of 2016, I facilitated a professional 
development workshop to share the findings of the pilot survey with the teachers and 
administrators to reflect on the students’ responses and solicit feedback. Once these 
suggestions were incorporated, I worked remotely with the principal who conducted a 
cognitive interview (Ouimet, Bunnage, Carini, Kuh, & Kennedy, 2004) with Daraja 
alumnae (n =5) to review the language, identify potentially harmful questions, and further 
contextualize the instrument (March, 2016).  
In addition, I facilitated a validity panel with knowledge experts in the peace 
education and peacebuilding fields on the survey instrument.  Suggestions were 
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incorporated from Dr. David Adams, former UNESCO Director of the Unit for the 
International Year for the Culture of Peace, Dr. Simone Datzberger, Post-doctoral 
Researcher (Research Associate), UNESCO Centre at Ulster University, Dr. Ian Harris, 
Professor emeritus, Department of Educational Policy and Community Studies at the 
University of Wisconsin-Milwaukee, and dissertation chair, Dr. Monisha Bajaj, 
Department Chair – International and Multicultural Education at the University of San 
Francisco. The revised version was transferred to an on-line platform (Qualtrics) and 
piloted with select Daraja alumnae under the supervision of the Daraja Network 
Administrator and Computer Studies teacher to troubleshoot technical issues (June, 
2016).  The final survey was shared with the Daraja Academy Administration team and 
permission was granted by the school to conduct the IRB approved study. The finalized 
themes separated into fourteen sections are detailed in Table 6.  
Table 6. Culture of Peace Survey Sections, July 2016 
Culture of Peace Survey Sections, July 2016 
 
Section Topic 
Section 1 Education at Daraja Academy 
Section 2  Teaching methods (General classes)  
Section 3 Teaching methods (WISH class)  
Section 4 Sustainable development and the Environment   
Section 5 Human Rights   
Section 6 Gender equality 
Section 7 Democratic participation 
Section 8 Understanding and tolerance 
Section 9 Solidarity  
Section 10 Communication and access to information 
Section 11 Safety and security  








Data collection. In collaboration with the Daraja Academy administration team 
who reviewed and approved the survey, I worked directly with the Computer Studies 
teacher to administer the survey during a one-week site visit in July 2016.  All students 
enrolled at Daraja were invited to participate in this voluntary study that was announced 
during an all school meeting, posted on the community board, and discussed further 
during study hall period to each Form. Forms 2-4 were invited to take the survey using 
the Qualtrics online platform during a set time and Form 1 students were provided paper 
surveys due to their limited computer skills. While the students are in residence at the 
Daraja Academy, the program staff act as their legal guardians; however, a formal letter 
was offered for students to take home to their parents upon completion of the survey.  In 
addition, consent forms were provided both on-line and in paper format for Form 1 
students.  Both the researcher and Computer Studies teacher were present at the time the 
students took the survey to offer support and answer questions.  All courses at Daraja 
Academy are offered in English; therefore, the survey, consent forms, and description of 
the study were administered in English via the on-line survey and in the paper format.  
At the end of the week, the on-line survey was closed and the data collected via the paper 
surveys was transferred into Qualtrics.  
Document analysis. Curriculum, school policies and procedures, student-authored 
blog posts, the Daraja Academy website, the Daraja Academy Facebook page, and other 
written documentation were collected and reviewed to identify emerging themes. In 
addition, student records were released to the researcher to review and incorporate 
demographic data of the Daraja Academy students. 
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Participant observation. During the one-week site visit in July 2016, I was 
immersed into the school environment and into the lives of the students.  During the site 
visit, I stayed on-campus and was assigned to a family for the duration of my stay.  I 
shared meals with my assigned “family” of students, participated in extra-curricular 
activities such as sports time and the student-led spiritual time. Furthermore, I observed 
classes for each teacher I interviewed, four W.I.S.H. classes (Form 1-4), and a student-led 
W.I.S.H. workshop for a neighboring all-girls’ school.   
In my former capacity as the Women PeaceMakers Program Officer at the Joan B. 
Kroc Institute for Peace and Justice in San Diego (IPJ), I supported the selection of two 
Daraja Academy transition students who were nominated to participate in a dialogue 
called Defying Extremism - Rethinking Community and National Processes to end 
Violent Extremism (Nairobi, July 17-22, 2016).  The Women PeaceMakers program 
mission (2003- 2016) was to document the histories and best practices of local women 
leaders engaged in peacebuilding and defending human rights in situations of conflict, 
violence and oppression (Noma, Aker, & Freeman, 2012).  The Defying Extremism 
initiative manifested out of a need expressed by the Women PeaceMakers alumnae 
network to bring “together diverse and influential actors to collaborate on innovative, 
alternative, gendered strategies to address the root causes and build resilient 
communities” (Joan B Kroc Institute for Peace and Justice, n.d., para. 1).  The third 
dialogue took place in Kenya and was co-organized by the Joan B. Kroc Institute for 
Peace and Justice (IPJ) in San Diego, ACT! (Act, Change, Transform) in Nairobi and 
under the guidance of former Women PeaceMaker, Alice Nderitu of Kenya.  Themes of 
the dialogue were inclusive of both youth and gendered perspectives to identify creative 
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and collaborative strategies to counter violent extremism in East, Central, and West 
African regions (Joan B. Kroc Institute for Peace and Justice, 2016).  
The IPJ has a long-standing partnership with the Daraja Academy and extended 
an invitation for two transition students to participate in the dialogue as part of the youth 
delegationix.  With the support of the Daraja Academy transition teacher, I worked with 
the students to prepare them for their first international conference and acted as their 
chaperone while in Nairobi.  During the week prior, I supported the students in designing 
and facilitating pre-dialogue sessions with their classmates to gather information on how 
violent extremism has affected their lives and diverse communities.  
Detailed field notes were recorded to capture unstructured forms of data 
throughout the week visit at the Daraja Academy and the week-long Defying Extremism 
dialogue.  
Data analysis procedures  
Qualitative. Data collected from the interviews, document analysis, and 
participant observation was transcribed and entered into NVIVO QSR International 
qualitative software.  In addition, notes taken from the document analysis were entered 
into NVIVO to triangulate the data and identify emerging themes.  
Quantitative. Responses to the survey questions were analyzed using the Qualtrics 
and Stata platforms.  The data is reported using a Likert Scale to assess teaching 
strategies used in the classroom and include: “Never”; “Rarely (1 day/week)”; 
“Sometimes”; “Usually”; “Always (everyday)”; “Don’t know/Undecided”.  Responses to 
sections 3-10 were measured using a Likert Scale that included “Strongly Disagree”, 
“Disagree”, “Neither Agree or Disagree”, “Agree”, “Strongly Agree”.  A number scale 
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was assigned from 1 to 5 for each of the responses (example: Strongly Agree = 5 and 
“Strongly Disagree” = 1).  All negatively worded questions were reverse coded.  
 Descriptive statistics were calculated for the mean, standard deviation, minimum 
and maximum scores, and mode for each question in a theme.  Questions within each 
theme were combined to calculate and report a composite score.  Next, a Cronbach’s 
alpha statistical analysis was conducted to measure the internal consistency of the items 
listed in the categories.  Cronbach’s alpha demonstrates the internal consistency of items 
combined to create a composite score (Orcher, 2007). The results from the quantitative 
data were triangulated with the qualitative data collected to report the findings at the local 
level. 
Figure 6 illustrates how the data is organized for the vertical case study (Bartlett 
& Vavrus, 2009) using a qualitative design at the national level and a mixed methods 
design at the local level.  For each level, the data was collected, organized, and analyzed 
from each different source then coded to create themes (Creswell & Clark, 2013).  The 
data was triangulated at each individual level, then compared across the national and 






Figure 6. Data collection and analysis strategy using a mixed methods design for a 
vertical case study. 
Ethical considerations 
Ethical considerations addressed during this study centered on 1) the age of the 
participants, 2) the need to abide by a conflict-sensitive approach when asking questions 
that may cause an emotional response, and 3) my positionality as an outsider and my dual 
role as previous volunteer curriculum consultant and current researcher.   
To address these issues, all students were offered the opportunity to opt out of the 
survey and the focus groups and individual interviews were completed on a voluntary 
basis.  Students received a copy of the consent form for their own records and provided a 
letter explaining the study to their parents and/or guardians.  My academic training is in 
Peace and Conflict Studies and I have years of experience working in classroom settings 
discussing difficult topics that may evoke an emotional response.  Proper care was taken 
to communicate effectively and to ensure confidentiality of each of the student’s identity. 
Prior to the start of each semi-structured interview session, I explained the guidelines 
with the participants to establish a safe space to share ideas and maintain confidentiality.  
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In addition, participants could opt out of a question during the focus groups or request 
that their comments be redacted from the final transcript.  
As part of my personal reflection process, I kept daily journals and held multiple 
debrief sessions with my committee to continually reassess my positionality as both an 
author of some of the W.I.S.H. curricula and as a foreigner to the context.  Lastly, 
relevant literature that promotes alliance building and solidarity across cultural 
boundaries (Merry, 2006; Mohanty, 2003; Penn & Malik, 2010) and guidelines such as 
the Inter-Agency Network on Education in Emergencies Conflict-Sensitive Education 
(INEE, 2013a) and Do No Harm principles (1999) were referenced throughout the study.  
Protection of human subjects 
 Institutional Review Board (IRB) approval was granted for this study from the 
University of San Francisco in July of 2016.  Letters of consent from the pilot study for 
the student interview, adult interview, and survey for the students are included in 
Appendix II and III.  
Organization of data 
In the chapters that follow, findings are organized into three sections to address 
the questions presented in this study.  The first findings chapter, Chapter Four, addresses 
the initial research question through an analysis of the PEP and Policy (2014) to 1) 
highlight key stakeholders and policy discourse, 2) summarize key accomplishments, 3) 
identify PEP core competencies, and 4) present a preliminary analysis of how peace 
education is integrated into the curriculum reform efforts.  
The second question is discussed in Chapter 5 and delves into the mixed methods 
research conducted at the Daraja Academy.  Data is triangulated from the qualitative 
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interviews, focus groups, and survey responses to contextualize the meaning of peace for 
the Daraja Academy community.  Next, emerging themes from qualitative data collected 
from participant interviews offers insights as to how peace education is conceptualized 
and enacted.  Finally, the survey responses are reported in Chapter 6 to answer the third 
research question on the lived experience of students at the Daraja Academy.   
Conclusion 
With this vertical case study, I aim to illuminate the broad networks of 
stakeholders interacting at the national level advancing policies for peace in the formal 
education sector while personalizing this narrative at the local level at Daraja Academy.  
By highlighting the realities of the lived experience of girls from diverse backgrounds in 
Kenya, policy makers can utilize this case study to consider both gendered approaches to 
peace education and possible ways the PEP and Policy (2014) can be activated in local 
school settings not yet reached by the MoEST.  Furthermore, this research acts to 
translate policy discourse and action on peace education to local level stakeholders and 
identify possible linkages where the international, national, and local can interact to 
strengthen efforts to integrate education for peace. 
CHAPTER IV: NATIONAL LEVEL  
Introduction to the National Level 
An analysis of the Peace Education Programme identifies key stakeholders and 
examines how the program was conceptualized.  Kenya is a key example as to how peace 
education can be institutionalized through policy, capacity building, and advocacy within 
the formal education sector.  Therefore, it is critical to take stock of the steps the MoEST 
took to develop curriculum, policy, and a new national framework to advance 
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peacebuilding values.  Tracing this historical process illuminates language and concepts 
adopted as part of the normative ethical framework required to validate and integrate 
peace education into the core curricula. With existing research and critiques of the PEP 
and Policy (2014) presented in the literature review, the findings in this section serve a 
different purpose.  I invite the reader to recognize the validity of these critiques while 
engaging in a sense of “moral imagination” (Lederach, 2005) to consider the vast 
possibilities to expand upon, learn from, and duplicate initiatives similar to the PEP in 
other national landscapes.   
The first section glances back to consider historical factors that may have pushed 
forward the national discourse on peace education.  Through this historical narrative, an 
overview of the major accomplishments, including curriculum, capacity building 
initiatives, and advocacy is presented. In doing so, I aim to identify national and inter-
national stakeholders who have supported the PEP.  Furthermore, through an analysis of 
the discourse, persuasive arguments and policy documents used to include the education 
sector at the peacebuilding table are highlighted. The second section identifies the core 
competencies (i.e. knowledge, skills, attitudes, and behaviors) and analyzes language 
used in key materials developed and adapted for the PEP.  Guiding questions include, 1) 
What competencies were included or omitted to be gender or conflict-sensitive or to 
appeal to a larger national political discourse or international development agenda? And, 
2) What factors (i.e. conflict drivers, resources, collaborative networks, nationally or 
internationally adapted frameworks) shaped the development of new partnerships or 
content to expand the PEP?  The last section brings the PEP into focus in the present 
through an analysis of core competencies that have been reinforced or integrated into the 
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current Curriculum Reform Process framework (Kenya Institute of Curriculum 
Development, 2017).  Findings are inclusive of leverage points within the PEP to address 
gender based discrimination and violence to work toward gender transformative 
programming.    
A Historical Perspective on the Peace Education Programme  
History and timeline. 
While peace education was present prior to 2008, this year marked a significant 
shift with the formal inception of the Peace Education Programme that has grown into a 
robust national initiative as detailed in the timeline in Figure 7. Curriculum, advocacy 
efforts, capacity building strategies, international collaborations, and policy initiatives 
involved to date (2017) have been highlighted in Figure 7.  Figure 7 provides a timeline 
that was created through an analysis of key documents referenced in table 1 and select 
interviews with national stakeholder (n=6).  The left section of the timeline presents 
initiatives spearheaded by national actors while the right highlights collaborative efforts 
where international non-governmental organizations, regional organizations, and United 




Figure 7. Timeline of the Peace Education Programme (2007-2017)  
Key to acronyms: ADEA - ICQN-PE: Association for the Development of Education in Africa, Inter Country 
Quality Node - Peace Edu; CRP: Curriculum Reform Process; GoK: Government of Kenya; KEMI: Kenya 
Education Management Institute; KICD: Kenya Institute for Curriculum Development; KNATCOM: Kenya 
National Commission for UNESCO; LTLT: Learning to Live Together program; MoEST: Ministry of Education, 
Science and Technology; NPI: Nairobi Peace Initiative; NSCPB: National Steering Committee on Peace Building; 
PEP: Peace Education Programme; TSC: Teachers Service Commission, UNESCO-IIBCA:UNESCO International 
Institute for Capacity Building in Africa 
National Level Regional and International Levels
 
-
* Partnership: Training of Trainers on Transformative 
Pedagogy for Peace-Building - KNATCOM, MoEST Kenya, 
UNESCO Regional Office for Eastern Africa, UNESCO 
IICBA (Government of Japan)
* CRP: MoEST Kenya: Basic Education Curriculum 
Framework published citing "peace education" as a "Pertinent 
and Contemporary Issue" under the "Broad Area" of 
Citizenship 2017
* Partnership: Prevention and Management of Emerging 
Forms of Violence - ADEA-ICQN-PE, MoEST, Lifeskills 
Promotors (USAID)
2016 -
* LTLT piloted in 14 schools reaching 800 students 
* Ethics Education Workshop for 30 Curriculum 
Development Officers - Arigatou Intl', KICD (May)
* CRP: Sessional Paper No 2 of 2015 on "Reforming 
Education and Training in Kenya" 2015 -
* Partnership between MoEST GoK Arigatou 
International LTLT program announced
* Amani Club Guidelines published - NCIC, MoEST GoK 
(UNICEF) 2014 -
* Education Sector Policy on Peace Education published - 
MoEST GoK (UNCEF, UNESCO)
* First election cycle under new Constitution
2013 -
* National Peace Education Campaign: "Education for 
Peace: Making the Voices of Young Kenyans Heard" (Oct 
2012 - Feb 2013)
* Peace Torch: Former President, Hon. Mwai Kibaki pass 
peace torch to MoEST officials and students at Bomas of 
Kenya Nairobi to launch National Peace Education Campaign  
* Capacity building: Assistant Director of Education (MoEST 
GoK) reports over 8,500 teachers and education officials have 
been trained as a major achievement of the PEP program 
(INEE, 2012)
* MoEST enter partnership with UNICEF for Peace 
Education Campaign
 *CRP: Sessional paper No 14 on reforming Education and 
Training Sectors in Kenya (2012) * Naivasha communiqué - ADEA ICQN-PE (MoEST GoK)
* Workshop to finalize policy on peace education (MoEST, 
Department of Youth Affairs and Sports, Department of Higher 
Education, Directorate of Adult and Continuing Education, 
Kenya Bureau of Statistics, NSCPB, KICD, Department of 
Social Cohesion, KNATCOM, UNESCO, UNICEF, ADEA, 
World Vision Kenya) 2012 -
* Capacity building: Reported 50,000 copies of PE materials 
disseminated, 3,000 pincipals of secondary schools sensitized 
on PE, and 18 National Master Trainers trained on PE (ADEA, 
2011)
* Draft policy on peace education written - (MoEST GoK, 
Ministry of Justice and National Cohesion, Ministry of State 
for Internal Security, University for Peace in Africa 
Programme, UNESCO and UNICEF). 
* Draft framework for the policy on peace education 
(MoEST GoK, Ministry of Youth and Sports, NPI in 
Mombasa) 2011 -
* MoEST constitute a technical team to develop policy on 
peace education - (MoEST, TSC, KEMI, KICD, Moi 
University, UNICEF, UNESCO)
* National monitoring exercise of PEP - MoEST GoK
* Constitution of Kenya passed by GoK 2010 -
-
* ADEA Inter-Country Quality Node on Peace Education 
launched at workshop (Sept, 2009)
2009 * Mombasa communiqué signed (ADEA) MoEST GoK
* PE Training & Activity books - MoEST GoK (KICD, 
UNICEF, UNHCR) -
* Peace Education Programme (PEP) Launched 2008  
* Kenya Vision 2030: A Globally Competitive and Prosperous 
Kenya published (GoK) 2007 -
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The Peace Education Programme: Framing the national discourse 
 As a result of the election violence in 2007-08, the education sector in Kenya was 
deeply affected with over 150,000 students and more than 1,000 teachers displaced along 
with 40 schools destroyed and 65 vandalized during the conflict  (Kangethe, 2013).  The 
economic impact of the conflict lessened the growth of the GDP from 7% to 3%, 
weakening Kenya’s stability further (KNATCOM-UNESCO, 2009).  To mitigate the 
violence that rippled through personal, communal, and social structures of the country, 
the MoEST put forth the Peace Education Programme “as an emergency response” 
(Kangethe, 2013) with the following objectives:  
• To promote conflict sensitive policies and programmes within the education 
sector.  
• To create awareness among learners on the causes of conflict and how to 
constructively resolve them in their daily lives.  
• To prepare learners to become good citizens in their communities, nation and the 
world and to equip them with skills that promote peace and human dignity at all 
levels of interaction.  
• To use the classroom as a springboard through which global values of positive 
inter-dependence, social justice and participation in decision making are learned 
and practiced. 
• To foster positive images that lead to respect for diversity to enable young people 
learn to live peacefully in diverse communities. (Kangethe, 2015, para. 4) 
Through a consultative process, the MoEST published a series of peace education 
training and activity books in 2008 that included a training manual, curriculum guide for 
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grades 1-8, and a companion story book.  The series includes an introductory section 
written by MoEST officials emphasizing the rationale and intended purpose of the PEP 
publications.  The Kenya Vision 2030 is noted in the Preface document to connect the 
PEP with values and skills with the vision that seeks to advance negative peace (i.e. 
conflict resolution) and positive peace (i.e. security and good governance) (Kangethe, 
2013).  Separated into four pillars, the Kenya Vision 2030 highlights “Security, Peace-
Building and Conflict Management” as one of six strategic areas within the Political 
Pillar (Government of Kenya, 2007).  The PEP Preface document directly cites three of 
the subcategories (iii, iv, v) of the “Security, Peace-Building and Conflict” pillar included 
in the Kenya Vision 2030x.  In doing so, the MoEST emphasizes hard skills needed to 
manifest this vision such as enhanced collaboration between public-private entities and 
civil society, inter-community dialogue among diverse groups, and peacebuilding 
methods including reconciliation to manage conflict (Republic of Kenya MoE, 2008, p. 
ii).  Furthermore, the Forward document integrates what could be considered as a theory 
of change to share the proposed impact of the program, “People who have internalized 
skills and values of peace education acquire an extraordinary drive to safeguard the 
sanctity of human life, promote harmonious coexistence and protect the environment.” 
Returning to the appeal of the Kenya Vision 2030, the MoEST draws on a concept of a 
“culture of respect” that explicitly states schools have a responsibility to shape this 
proposed cultural norm,  
inculcating a culture of respect for the sanctity of human life that does not resort 
to the use of violence as an instrument of resolving personal and community 
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disputes. This should start with the family, schools, the church and all the public 
institutions. (Government of Kenya, 2007, p. 161) 
Recognizing that education has a role to play in mitigating conflict and advancing peace, 
former Minister for Education, Hon. Sam K. Ongeri emphasizes the belief that, 
“Education is the vehicle through which social and cultural values are passed on from one 
generation to another” (Republic of Kenya MoE, 2008, p. ii).  Further stating that “Peace 
education is in tandem with the Kenya Vision 2030” thus accepting the invitation for the 
education sector to advance the “culture of respect” and aligning the PEP with this 
visionary national policy and discourse. 
Regional discourse on peace education.  
 Shortly after the PEP materials were published, a parallel regional discourse 
around peace education emerged through the Association of the Development of 
Education in Africa (ADEA).  Founded in 1988, the ADEA is a “forum for policy 
dialogue and on education policies and a partnership between African education and 
training ministries in Africa and their technical and funding partners” (ADEA, n.d.-b, 
para. 2).  Members States of the ADEA and acting Ministry of Education Representatives 
from African countries gathered together during the Inter-Agency Network for Education 
in Emergencies (INEE) Global Consultation (Istanbul, 2009) and conceptualized a new 
collaborative network called the Inter-Country Quality Node focused on Peace Education 
(ICQN-PE) (Tebbe et al., 2013). The mission of the ICQN-PE is:  
To act as a catalyst of intra country dialogue and partnership by enabling 
countries to dialogue, articulating policies and strategies for the implementation 
of peace education within and through education systems by means of needs 
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based, innovative, responsive and strategic partnerships with stakeholders, 
thereby enhancing the delivery of quality education in Africa. (ADEA, n.d.-a, 
para. 8) 
 While the development and accomplishments of the ADEA ICQN-PE are documented 
elsewhere (Tebbe et al., 2013), it is important to note that this collaborative, regional 
approach supported by international actors (UN agencies, government representatives, 
and INGOs) established a community of practice and increased visibility of the regional 
efforts to advance peace education.  The ICQN-PE has provided credibility and increased 
access to resources and capacity building mechanisms to share best practices to identify 
and address challenges (Mandi, 2012).  Furthermore, the MoEST in Kenya has been 
integral to the development of this network as it was selected as the lead nation to 
advance the mission and vision of the ICQN-PE (Nancy, Former INEE representative, 
Skype interview, May 15, 2017).  
 The timeline features the launching of the ADEA ICQN-PE in Mombasa 
(September 2009), the Mombasa Communiqué (September 2009), and the Naivasha 
Communiqué (December 2012) as key events shaping discourse and action on peace 
education in the region.  The Mombasa Communiqué, viewed as the first official 
outcome of the initial meeting, renewed a commitment made through the Mombasa 
Declaration (2004) whereby twenty African nations “committed themselves to utilize 
their education systems as agencies and forces for peace-building, conflict prevention, 
conflict resolution and nation building” (ADEA, 2009, para. 3; KNATCOM-UNESCO, 
2009).  Collaborative and coordinated action among the Ministries of Education informed 
the formal rationale of the development of the ICQN-PE to counter the economic impact 
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of conflict and cyclical dependency on emergency interventions in the region 
(KNATCOM-UNESCO, 2009).   
A review of the report from the meeting in Mombasa reveals a common 
commitment from the participating African nations (Angola, South Africa, Kenya, Cote 
d’Ivoire, Sudan and DRC) to align peace education programming with the Education for 
All (EFA) and Millennium Development Goals (MDGs) to reinvigorate, reclaim, and 
reinforce a culture of peace (KNATCOM-UNESCO, 2009).  By positioning education as 
a “tool for nation building” (KNATCOM-UNESCO, 2009, p. 33), the Mombasa 
Communiqué acknowledged that education can be an avenue to pass on knowledge, 
skills, and attitudes for peace to counter challenges such as ethnic tension, forced 
migration, youth unemployment, and poverty.  As the lead government, the Kenya 
Ministry of Education was charged with the task of advancing the following objectives 
drawn from the meeting: 
• Advocate for the building of peace for sustainable development through the 
education sector. 
• Enable formulation, strengthening and implementation of Peace Education 
Policies and Strategies. 
• Ensure implementation, monitoring and evaluation of peace education 
programmes and other peace-oriented initiatives in the education sector. 
• Build capacities for peace education at all levels. 
• Foster strategic inter-disciplinary, inter-regional and multi-sectoral partnerships 
and collaboration with various stakeholders.  
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• Inform policy development and strategic interventions based on knowledge 
generation and development through effective research. 
• Promote peace initiatives within the education sector through an effective 
communication and dissemination strategy. (Kangethe, 2009, p. 2) 
Peace education activities continued in each respective African country with periodic 
meetings with the Member States to reinvigorate the network connections and report 
updates.    
In 2012, Kenyan representatives from the Ministry of Education joined 11 other 
African Member States to attend the ICQN-PE workshop, “Fostering a community of 
practice in Africa to promote peace education” in Naivasha, Kenya (Mandi, 2012).  
Participating government officials shared progress toward infusing peace education into 
existing curricula as well as common challenges.  Efforts within the MoEST in Kenya to 
monitor and evaluate existing peace education program were highlighted along with the 
need to create a conceptual framework to guide monitoring and evaluation efforts.   
While Kenya, along with Uganda and Liberia, had advanced the furthest in their 
peace education efforts, the Member States collectively identified key focus areas to 
work toward that included: 1) Policy, Programming, and Action Plans, 2) Delivery of 
Peace Education, and 3) Capacity Building.  The areas of foci came to life through an 
Action Plan that participating governments committed to through the signing of the 
Naivasha Accord.  The Action Plan called for a newly appointed Secretariat, policy 
development support, knowledge-sharing platforms, and coordinated advocacy efforts to 
fuse peace education into existing subjects.  The Naivasha Accord underscored the 
importance of education for peace to reach goals set forth by global policy initiatives (i.e. 
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Education for All and the Millennium Development Goals) and work toward an 
“integrated, peaceful and prosperous Africa” as stated in the Plan of Action of the Second 
Decade of Education for Africa (2006-2015) (Mandi, 2012, p. 34).  Leaning on the 
premise that “quality education that promotes peace and contributes to socio-economic 
development can help ensure stability in the region,” (Mandi, 2012, p. 34) the Naivasha 
Accord reasserted the need to allocate resources to the education sector as a s nation 
building strategy. After several years as the lead government of the collaborative policy 
network, the MoEST in Kenya continued their domestic work to train educators, pilot 
peace curricula, and disseminate the PEP materials as detailed in the following section.   
International discourse on peace education.  
Since the inception of the PEP, different United Nations agencies (UNICEF, 
UNHCR, UNESCO) have been supportive in various capacities to publish materials, 
provide expert knowledge, and other resources for successful integration of education for 
peace into the Kenyan formal education system (See Figure 7: Timeline of the Peace 
Education Programme).  A recent collaborative effort funded by the Government of 
Japan to train 6-8,000 teachers from six countries (Eritrea, Ethiopia, Kenya, Somalia, 
South Sudan and Uganda) on Transformative Pedagogy for Peace-Building demonstrates 
the strength of these international and national partnerships (“Education is a powerful 
tool for peace: Kenya holds training of trainers on transformative pedagogy for peace-
building,” 2017).  This ongoing initiative is organized by the Kenya National 
Commission for UNESCO (KNATCOM) and the MoEST of Kenya in collaboration with 
the UNESCO Regional Office for Eastern Africa and UNESCO-International Institute for 
Capacity Building in Africa (IICBA).  Based on the positive results of a training that took 
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place in December of 2017, a local Kenyan NGO committed their support to expand the 
scope of the training to include an additional 1,000 teachers from Laikipia, Meru, and 
Mombasa counties in Kenya.  Enhancing the capacity for teachers to integrate pedagogy 
for peace into their teaching portfolio further supports the institutionalization of key 
accomplishments of the peace education programming in Kenya.    
Kenya PEP key accomplishments.  
 Returning to the historical timeline featured in Figure 7, many of the objectives 
outlined in the ICQN-PE came to life through the commitment of the Kenyan Ministry of 
Education.  A reported 50,000 copies of the PEP materials were disseminated, 8,500 
teachers and education officials and 18 National Master Trainers were trained (ADEA, 
2011; INEE, 2012).  In 2010, the MoEST initiated a monitoring exercise of the PEP and 
devised a technical team to develop policy to further institutionalize peace education at 
the national level (Kangethe, 2015).  The year of 2010 also signified the emergence of a 
new momentum within civil society to move forward as a nation with the passing of a 
new Constitution with a 67% approval rating and highest voter turnout (Kanyinga & 
Long, 2012).  Drafting the new policy on peace education against the backdrop of the 
newly crafted Constitution offered a unique opportunity to align this policy initiative with 
a hopeful vision largely accepted by the public.   
Furthermore, the PEP engaged in public advocacy efforts to both increase 
awareness of the PEP and prevent violence forecasted for the upcoming 2013 election.  
The National Peace Education Campaign (Oct. 2012 – Feb. 2013) emerged from a 
partnership between the MoEST, the Ministry of Justice, the National Cohesion and 
Constitutional Affairs, the former Ministry of Provincial Administration and Office of the 
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President, UNICEF and IGAD, thus demonstrating the collective capacity of this 
collaborative union (Kangethe, 2015).  The theme of the campaign, “Education for Peace: 
Making the Voices of Young Kenyans Heard”, focused on the largest population in 
Kenya: the youth.  A symbolic “peace torch” was lit by former President, H.E. Mwai 
Kibaki to initiate a relay of the torch to all 47 counties, thus signifying a unified national 
vision of peace.   Youth in each county were invited to participate in a public 
performance in each county featuring music, drama, and a tree planting ceremony to 
commemorate the passing of the torch.  This campaign is one example of peace activism 
that swept through the nation in 2013 and is documented elsewhere (See, for example, 
Adebayo & Richards, 2015).  While it is beyond the scope of this research, it is advisable 
to further research this campaign and similar public advocacy efforts to prevent violence 
to document the impact of these peacebuilding efforts.  
As the nation settled under the relatively non-violent transition of power in 2013, 
the MoEST continued to work across diverse sectorsxi to pass the Education Sector Policy 
on Peace Education (2014) and collaborate with the National Cohesion and Integration 
Commission (NCIC) to publish the Amani (Peace) Club Guidelines (Ministry of 
Education Science and Technology, 2014; National Cohesion and Integration 
Commission & MoEST, 2014).  The following sections describe how the Policy and the 
Peace Clubs activated more spaces within the education sector.  
The Government of Kenya Education Sector Policy on Peace Education was the 
first of its kind in an African nation (ADEA, 2014).  A KICD representative reflected on 
the impetus to develop the policy,  
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The peace education policy was developed shortly after the post-election 
violence, much as it was a very nasty experience and lost people and property, it 
opened our eyes to realize we have not been very deliberate in guarding peace as 
a resource, so after the post-election violence there were a number of 
interventions that were carried out…Incidentally it was around that time we were 
doing life skills curriculum…And then we realize for this program to actually be 
sustainable, we needed a policy to support peace initiatives in this country, so 
that's how we decided to come together and develop the peace education policy to 
provide guidance on matters of peace in this country, and conflicts. And, both 
for…mitigation of conflicts and management of conflicts when they will come. 
(Lavendar, KICD Representative, interview, March 2, 2018) 
The stated goal of the policy is to, “promote and nurture a culture of peace and 
appreciation for diversity in the Kenyan society through education and training” 
(Ministry of Education Science and Technology, 2014, p. 13).  Echoing a similar 
rationale found in the PEP (2008) and ICQN-PE documents, the policy places value in 
the role of education to further socio-economic stability in the country to reach goals set 
forth in national policy (Kenya Vision 2030) and international policy efforts (i.e. EFA, 
MDGs).   
The Government of Kenya positions the policy as a step toward manifesting 
Article 26(2) of the UDHR that promotes “education for understanding, tolerance and 
friendship” (Ministry of Education Science and Technology, 2014, p. 11) and as a 
framework for the recommendations made by the ADEA ICQN-PE Mombasa (2009) and 
Naivasha communiqués.  Additional international and national instruments are cited to 
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demonstrate that the policy is in line with existing legal frameworks and policy 
initiativesxii.  Guiding principles of the Policy are listed in Table 7: Core Competencies of 
the Peace Education Programme Materials, but it is critical to note that the first principle 
underscores the role of education in peacebuilding to help foster a culture of peace as a 
“proactive and preventative” strategy.  Reflecting on the rationale for the 2008 PEP in 
Kenya as an emergency response, this policy recognizes the need for education officials 
to have the skills to “discern early warning signs of violent conflicts and take proactive 
prevention measures” (Ministry of Education Science and Technology, 2014, p. 15).  
Values of diversity, cohesive and integrated societies, human rights, environmental 
awareness, inclusion, integrity, collaboration, and conflict sensitivity inform the other 
principles and are reflected in the curriculum outlined in the following section.   
Honoring the emphasis on the need to create monitoring and evaluation 
mechanisms, the Policy (2014) offers a detailed Implementation Framework that presents 
strategies aligned with each policy statement (Ministry of Education Science and 
Technology, 2014).  Notable strategies include the integration of peace education as a 
core value in existing subjects such as Life Skills Education (LSE), religious studies, and 
social studies – an approach also supported by the ADEA ICQN-PE (Mandi, 2012).  Co-
curricular activities such as drama and music festivals as well as Peace Clubs are 
suggested to allow students an opportunity to practice their new skills and promote peace 
beyond their schools and into their local and global communities. Further demonstrating 
the cross-sectoral support of this initiative, guidelines for Peace Clubs were co-developed 
by the National Cohesion and Integration Commission and the MoEST.  The impetus for 
the Peace Club arose partially out of the initial trainings on the Peace Education 
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Programme (2008) materials the MoEST held (Joyce, MoEST representative, Skype 
interview, August 26, 2016).  Members of the NCIC also recognized that areas hardest hit 
by the PEV were trying to establish peace clubs, but that they lacked coordination and 
structure (Adhit, NCIC representative, interview, February 28, 2018).  In partnership with 
the MoEST and the Teachers Service Commission (TSC), the NCIC recognized that the 
establishment of the Amani Clubs would be one strategy the organization could 
contribute to reinforce the policy on peace education in a student-centered and non-
formal manner.   
The Amani Club Guidelines, supported by UNICEF, lean on the principles set 
forth in the Vision 2030 and 2010 Constitution to guide youth to act as responsible 
citizens, practice appreciation for diversity, and learn conflict management skills 
(National Cohesion and Integration Commission & MoEST, 2014).  Operating in tandem 
with the Education Sector Policy on Peace Education, the aim of the Amani Club is “to 
provide a platform for learners to understand peacebuilding, conflict resolution, as well as 
appreciation for diversity…through experiential learning” (Adhit, NCIC representative, 
interview, February 28, 2018).  To date (2018), accomplishments include school initiated 
“peace corners” and “peace gardens” to create safe spaces on campuses to mediate 
conflicts, a county-wide peace journal published in Kwale County by teachers and 
students, and an increased number of student performances focused on themes of 
cohesion and integration at the national drama and music festivals (Fadhili, NCIC 
representatives, interview, February 28, 2018).   
The NCIC recently completed a pilot project called Amani Hangout Bridges to 
bring Amani Club members representing diverse cultural, ethnic and religious 
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backgrounds together through an on-line platform (Fadhili, NCIC representatives, 
interview, February 28, 2018).  Through a partnership between Twaweza 
Communications, KICD, the MoEST, and with support from Google Kenya, this 
initiative aimed to build relationships among diverse learners, increase inter-cultural 
understanding, and teach learners to “transform conflicts in non-violent ways” (Amani 
hangout bridges curriculum, n.d., p. 5).  Through the creation of the Peace Education 
Policy (2014), supported by UNICEF and UNESCO, the necessary foundation was 
established to implement activities such as the Amani Clubs and through curriculum 
initiatives explored in the following section. 
Core Competencies of the Peace Education Programme  
 Since 2008, the MoEST has developed new curricula and partnered with 
international non-governmental organizations to train education practitioners on existing 
curricula in line with purpose of the peace education programme. Table 7, Core 
Competencies of the Peace Education Programme Materials, highlights these materials 
as a method of analysis to examine the guiding theme/objective/principle informing the 




 Table 7. Core Competencies of the Peace  
Core Competencies of the Peace Education Programme Materials  
 























Peace and Peace Education; Conflict; 
Perception and Bias; Communication; Effective 
Listening, Assertiveness and Cooperation; 
Compound Learning; Problem Solving; 
Negotiation and Reconciliation; Values, 
Nationhood and Citizenship; Adult Learning; 
Effective Facilitation & Group Dynamics; 
Questioning Skills; Pscyho-social Interventions; 
Healing; Monitoring and Evaluation. 
Conflict transformation skills (reconciliation, 
negotiation, win-win strategies); Critical thinking 
analysis on identity and bias formation; 
Communication skills and active listening; 
Recognizing and protecting one’s rights; 
Cooperative learning and problem solving; 
Critical analysis on values for good citizenship; 
Student-centered learning; Critical thinking 
strategies (questioning skills); Exercises to 
recognize and build resilient behavior and 
safeguard personal well-being of students; 






Class 1,2,3 (2008);  
Class 4,5* (2008);  
Class 6,7,8 (2008).  
 
MoEST PE Story 
Book (2008) 
Rules, Similarities and differences; Empathy; 
Communication and trust; Assertiveness; 
Sexual health; Cooperation; Problem solving; 
Gender equity; Problem solving; 
Environmental awareness; Mediation 
 
Communication and critical thinking skills using   
storytelling and case study analysis.  
MoEST Education 
Sector Policy on 
Peace Education 
(2014) 
Peace education as a proactive and preventive 
peacebuilding approach; Appreciation for 
diversity; Values required for a cohesive and 
integrated Kenyan society; Respect for human 
rights; Environmental sustainability 
(conservation); Inclusiveness and participation 
(address the “gender gap”); Values to reinforce 
integrity (truthfulness, honesty, responsibility, 
accountability); Coordination, partnership and 
collaboration; Conflict sensitivity. 
Conflict analysis and violence prevention skills; 
Empathy building skills for positive diversity; 
Reflection of values required for cohesive 
societies to exercise principles of good 
governance and democracy; Knowledge and 
skills to protect human rights; Environmental 
stewardship and conservation; Building 
consensus through inclusive decision-making 
that address the “gender gap”; Promotion of 
moral and religious values; Cross-sectoral 




Author(s) Material Guiding Themes / Objectives / Principles Peace Education Core Competencies  
Arigatou 
International 




Ethical decision making; Dialogue to promote 
understanding; Responsible social action with 
attitudes of reconciliation, respect for diversity, 
and a culture of peace; Appreciation for and 
space to nurture spirituality; Affirmation of 
human dignity (UDHR, CRC and all religions); 
Attitudes (empathy) and behaviors for people 
to co-existence and respect one another with 
different cultures, ethnicities, beliefs, and 
religions; Intercultural and interfaith learning. 
“Responsibility to make well-grounded 
decisions; Respect for others’ cultures and 
beliefs; Sensitivity to differences with others; 
Ability to empathize with others; Openness to 
reconcile differences with others; Ability to 
respond to difficult situations using non-violent 











Religious, cultural and linguistic diversity; 
Conflict management (ex. Dialogue); Good 
character and self-discipline; Responsible 
citizenship; Harmonious co-existence in 
schools and communities. 
Communication skills (dialogue, public speaking); 
Leadership skills (consensus building); Civic 
engagement through community service, 
environmental stewardship and health education; 
Positive cultural exchanges through 
art/sport/cultural events; Conflict management 
(peer counseling, mentorship); Engagement as 
global citizens; Capacity building skills 
(mobilizing resources, creating strategic 















Dialogue Books – 
“Safe and Happy” 




Understanding and resolving conflicts 
peacefully; Emerging forms of violence; Life 
skills to prevent extreme forms of violence 
(Say no to violence); Self-awareness and 
esteem; Assertiveness; Healthy decision 
making, critical thinking and problem solving; 
Gangs and illegal groups; Peer education; 
Dialogue; Action planning and evaluation 
 
Conflict assessment and management; 
Identifying and addressing root causes of violent 
extremism; Life skills for peaceful conflict 
resolution; Countering violent extremism 
through de-radicalization and disengagement; 
Reflective practices to build self-awareness and 
esteem; Identifying and protecting one’s rights; 
Ethical problem solving and critical thinking 
skills; Peer-peer support systems; Dialogue.  
The PEP materials, as previously mentioned, were disseminated widely with six of the 
eight districts in Kenya receiving teacher trainings and the other two regions receiving targeted 
peace education programming (Joyce, MoEST representative, Skype interview, August 26, 2016).  
However, an internal monitoring exercise (2010) revealed that educators lacked the capacity to 
teach peace education concepts and in some cases left out Life Skills Education of their teaching 
agenda due to the fact that the subject is not tested (Kangethe, 2015).  Partially in response to 
these findings, a new partnership emerged in 2014 with an international non-profit, Arigatou 
International, to adopt and train educators on their values-based Learning to Live Together 
(LTLT) curricula (Arigatou Foundation, 2008; 2014).  The interfaith curriculum offers ethics 
education as a pluralistic approach to realize the rights of a child through the CRC Article 26(1), 
the UDHR, the World Declaration on Education for All, and the MDGs (Arigatou Foundation, 
2008).  The LTLT emphasizes four core values of respect, empathy, responsibility, and 
reconciliation that are manifested through two main modules focused on “1) understanding self 
and others, and 2) transforming the world together (Arigatou Foundation, 2008, p. 23).  Themes 
presented for these modules are outlined in Table 7 along with the core competencies, defined by 
Arigatou International as “attitudes and abilities”, that can be used to measure the impact of the 
curriculum (Arigatou Foundation, 2008, p. 61).  
The Tana River Region was targeted for a multi-year program to train educators on peace 
education concepts and pilot the LTLT curricula (Joyce, MoEST representative, Skype interview, 
August 26, 2016).  The diversity of the region based on ethnicity and religion as well as 
economic lifestyles presented a unique opportunity to pilot education for peace.  Instability 
caused by resource scarcity in the drought-ridden region has resulted in protracted inter-
communal conflict between the Christian and Muslim Pokomo farmers and the majority Muslim 
  
96 
nomadic Orma communities (Kangethe, 2016).  In 2012, violent conflict broke out between the 
Orma and Pokomo groups resulting in the loss of 52 community members.  Recognizing the 
impact of conflict on the region, the MoEST initiated peace education activities such as dialogue, 
art therapy, visioning exercises, and music and dance performances to offer psychosocial support 
to heal from this incident.   
The PEP program was expanded through the piloting of the LTLT curricula in 14 schools 
reaching an estimated 800 students (Kangethe, 2016).  Monitoring and evaluation (M&E) of the 
peace education programming was done through self-reporting from teachers and student 
feedback, MoEST site visits and feedback sessions to identify challenges, as well as third-party 
evaluation strategies using the Most Significant Change M&E approach to identify stories 
illustrating a noticeable shift amongst the beneficiaries (Joyce, MoEST representative, Skype 
interview, August 26, 2016).  Assistant director of education in the MoEST, Mary Kangethe, 
reported that the LTLT pilot program created an opportunity for teachers from diverse 
communities (Pokomo, Orma, and Wardei) to interact, educators learned and integrated new 
teaching strategies, and teachers reported that “gender and ethnic barriers are slowly brought 
down, even amid a sensitive cultural and religious environment that does not encourage 
interaction across gender” (Kangethe, 2016, para. 16).   
As an international non-profit, the Arigatou International staff members have sensitized 
MoEST education officials about the pedagogical approach of the LTLT curriculum (September, 
2014), facilitated a training of the trainers for the Tana Delta Sub County pilot program 
(September, 2014), trained 30 Curriculum Development Officers at the KICD (May, 2015), 
participated in the development of a framework for Citizenship Education (September, 2016), 
and offered their expertise to inform the Curriculum Reform Process to develop a Framework for 
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Values Based Curriculum (January, 2017) (Arigatou International, 2014, 2015a, 2015b, 2016; 
Geneva & Geneva, 2017).  Tracing this partnership between the MoEST and the Arigatou 
International non-profit from inception to the present (2017) demonstrates the commitment made 
by the MoEST to leverage opportunities to collaborate with other organizations to build capacity.  
 Recognizing the prominence of extremist ideology spreading across the nation, region, 
and the world, the MoEST set out to prioritize a new set of curricular materials (Joyce, MoEST 
representative, Skype interview, August 26, 2016).  A MoEST representative underscored the 
holistic approach employed to countering violent extremism through the new curriculum, “we do 
not want to be drawn to look at violent extremism as just as what is happening between the 
Muslims and Christians…what is happening with Al Shabaab or Al-Qaeda or whatever else, but 
we are choosing to look at any element or any aspect of extreme violence in this country as 
grounds for violent extremism” (Joyce, MoEST representative, Skype interview, August 26, 
2016). To this end, with support from USAID, the Kenyan Ministry of Education worked with 
the ADEA through the ICQN-PE to develop a Teacher Training and Peer Educators Manual and 
accompanying dialogue books focused on the Prevention and Management of Emerging Forms 
of Violence (Lifeskills Promoters & Republic of Kenya - Ministry of Education, 2017).  The 
development of the content for this series was led by Lifeskills Promoters (LISP), “an indigenous 
Christian development organization” (Lifeskills Promoters, 2017a, para. 1) that is focused on 
empowering Kenyan youth (Lifeskills Promoters & Republic of Kenya - Ministry of Education, 
2017).  Table 7 provides a summary of the themes and core competencies covered in this new set 
of resources working to counter violent extremism that will be piloted in two schools from seven 
counties in Kenya (Kwale, Garissa, Nairobi, Muranga, Kisumu, Isiolo, and Bungoma) (Lifeskills 
Promoters, 2017b).  
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 Tracing the development of the core competencies of the Peace Education Programme 
materials illuminates the responsive nature of the education sector to address a broad range of 
evolving conflict drivers.  Since 2008, the PEP materials have built on a foundation of core peace 
education competencies such as conflict transformation and communication skills that were 
reemphasized in the Policy (2014).  Fulfilling the mandate to partner with other organizations, 
the MoEST capitalized on the strengths of Arigatou International to integrate lessons on co-
existence for youth to practice empathy and respect for others.  The most recent curricula 
materials developed in partnership with Lifeskills Promoters challenges the learner to make 
better decisions and exercise their agency.   Learners are guided to make positive life choices 
through a more explicit focus on conflict assessment, assertive communication, peer-peer 
support, and self-esteem to gain the courage to “say no” to counter extreme violence and “choose 
peace”.  With the proper mentorship and capacity, Kenyan youth can advance these skills 
through the development of Peace Clubs to practice peacebuilding skills within both the school 
and community environments.  Though the PEP content is intended to be integrated into existing 
subject areas, many of the core competencies aligned with education for peace are visible in the 
new Basic Education Curriculum Framework (Kenya Institute of Curriculum Development, 
2017) crafted through the current curriculum reform.  
Linking peace education to curriculum reform efforts  
The current curriculum reform is only the second the nation has undergone since gaining 
in 1963 (Kabita & Ji, 2017).  Based on an internal evaluation and needs assessment, the 
government recognized the need to engage in a curriculum reform to 1) help realize the Kenya 
Vision 2030, 2) abide by an initiative to harmonize curricula and standards across the East 
African Community (Kenya, Uganda, Tanzania, Rwanda, and Burundi), and 3) align content 
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with the U.N. Sustainable Development Goals.  Through this reform, education specialists 
believe that citizens will maintain a competitive edge in the global arena through advancing 
quality education with an “emphasis on the learner’s character, patriotism, citizenship, and 
ability to coexist as a responsible citizen without sectarian inclinations (Ogutu, 2017, p. 152).  
This language demonstrates the underlying premise of the curriculum reform that positions 
education as a mitigating force against forms of violence to enhance the capacity of learners to 
support the positive development of civil society.  
The current reform transitions away from the restrictive knowledge-based model to a 
competency-based model to broaden opportunities for students to pursue interests outside of 
traditional subjects (Kabita & Ji, 2017).  The new Basic Education Curriculum Framework 
(BECF) outlines the vision “to enable every Kenyan to become an engaged, empowered and 
ethical citizen” with the mission of the curriculum reform as “nurturing every learner’s potential” 
(Kenya Institute of Curriculum Development, 2017, p. 10).  Based upon four pillars, the 
Frameworks including values, theoretical approaches to inform pedagogical practices, guiding 
principles, and national goals. Competencies for critical peace education can be found in each 
pillar. 
Drawing on the strength of the Constitution of Kenya (2010), the Framework emphasizes 
the need for values to be instilled in formal educational systems based on the prevalence of 
religious and ethnic-based inter-group conflict in Sub-Saharan Africa (Kenya Institute of 
Curriculum Development, 2017).  Recognizing the inextricable link between conflict and the 
country’s socio-economic growth and stability, the Framework adheres to a more cosmopolitan 
ideology that emphasizes values-based education especially for youth to “do the right thing” and 
to “see beyond their self-interests to the needs of the community” (Kenya Institute of Curriculum 
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Development, 2017, p. 10).  Explicit values reinforced from the Kenyan Constitution include, 
“responsibility, respect, excellence, care and compassion, understanding and tolerance, honesty 
and trustworthiness, trust, and being ethical” (Kenya Institute of Curriculum Development, 2017, 
p. 14).  The Framework includes seven core competences for learners (communication and 
collaboration; self-efficacy; critical thinking and problem solving; creativity and imagination; 
citizenship; digital literacy; and, learning to learn) and six Pertinent and Contemporary Issues 
(PCIs) listed in the reproduced table 8 (p. 110).  The six Pertinent and Contemporary Issues 
listed in Table 8 were derived from the results of a nation-wide survey to inform the curriculum 
reform process (Lavendar, KICD representative, March 2, 2018).  
Table 8. Pertinent and Contemporary Issues within the Basic Education Curriculum Framework 
Pertinent and Contemporary Issues within the Basic Education Curriculum Framework 
Broad Area Pertinent and Contemporary Issue  
1. Global Citizenship Peace education, integrity, ethnic and racial relations, social cohesion, 
patriotism and good governance, human rights and responsibilities, 
child’s rights, child care and protection, gender issues in education. 
 
2. Health Education HIV and AIDS Education, alcohol and drug abuse prevention, life 
style diseases, and personal hygiene, and preventive health, common 
communicable and chronic diseases. 
 
3. Life Skills and 
Values Education 
Life skills, values, moral education and human sexuality, etiquette 
 
 
4. Education for 
Sustainable 
Development (ESD) 
Environmental education, disaster risk reduction, safety and security 
education (small arms, human trafficking), financial literacy, poverty 
eradication, countering terrorism, extreme violence and radicalization, 
gender issues and animal welfare. 
 
5. Learner support 
programmes 
 
Guidance services, career guidance, counselling services, peer 
education, mentorship, learning to live together, clubs and societies, 
sports and games 
 
6. Community Service 
Learning and Parental 
Engagement 
Service learning and community involvement, parental empowerment 
and engagement. 
*Source: (Kenya Institute of Curriculum Development, 2017, p. 110) 
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Areas one through four address issues related to cultural, structural, and direct forms of violence 
with peace education listed explicitly alongside human and child rights under Global Citizenship.  
Gender is addressed in general manner in both Global Citizenship and ESD and throughout the 
Framework under the umbrella concept of inclusion.  Area five highlights the need to integrate 
socio-emotional support while area six connects the learner to her community and reinforces 
positive relationships between youth and their parents or guardians.  
 Critical and constructivist pedagogy informs the basis for the theoretical underpinnings of 
the pedagogy referencing educationalist such as John Dewey to ensure lessons are relevant to the 
lives of the students and others including Vygotsky, Piaget, and Erikson that position the learner 
within her context to build her own knowledge (Kenya Institute of Curriculum Development, 
2017).  Dewey specifically contributed to peace education with both his child-centered approach 
referencing the teacher as a guide rather than the director of learning and through his efforts to 
increase attitudes of global citizenship over nationalism to promote the idea of a “human 
community” (Howlett, 2008, p. 31).  
The six guiding principles ensure that every learner is provided the opportunity to 
achieve academic excellence while acknowledging and appreciating diverse identities and 
learning abilities (Kenya Institute of Curriculum Development, 2017).  Differentiated curricula 
and learning is emphasized to ensure educators facilitate different strategies to meet the needs of 
all learners in an inclusive and non-discriminatory manner.  Furthermore, the Framework 
recognizes the importance of the support systems through an invitation to practice “parental 
empowerment and engagement” (Kenya Institute of Curriculum Development, 2017, p. 110).  
Creating opportunities for students to connect their learning back to their social systems is 
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apparent in both the effort to integrate parental involvement and through a new compulsory 
requirement of service learning. 
 The BECF has integrated a new community service learning compulsory component for 
all learners to complete 135 hours of services during their senior level education (grades 10-12; 
ages 15-19) (Kenya Institute of Curriculum Development, 2017).  This experiential opportunity 
is presented to advance “citizenship, entrepreneurship, financial literacy, life skills, 
communication skills and research” (Kenya Institute of Curriculum Development, 2017, p. 70).  
Service learning projects designed to address a community-based need that are inclusive of 
diverse populations can boost positive identity formation and contribute to a more socially 
cohesive society (Kagawa & Selby, 2014).  According to the Framework, community service can 
engage learners as active citizens to learn about the Constitution and “enable them to participate 
responsibly in communities and society as informed and responsible citizens who appreciate 
diversity and relate positively to others” (Kenya Institute of Curriculum Development, 2017, p. 
70).  
Through this review of the Basic Education Curriculum Framework (2017), it is evident 
that knowledge, skills and values aligned with core competencies in peace education have been 
integrated.  An extensive mixed methods study on values-based education in primary schools in 
Kenya strongly recommended that educational reforms “embrace a Value-based Education 
System” through the integration of four core values, respect, tolerance, equality, and peace as a 
“whole school approach” (Wamahiu, 2017, pp. 26–27).  As the curriculum reform is currently 
underway, an examination of the Daraja Academy, a school that centers values through their 
guiding four pillars and Women of Integrity Strength and Hope life-skills curricula, has an active 
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student-led peace club, and mandates community service presents a unique case study to further 
examine.   
CHAPTER V: DARAJA ACADEMY AND THE LOCALIZATION OF PEACE 
EDUCATION IN KENYA  
Introduction 
Section II addresses the question: How does the Daraja Academy, a local private all-girls’ 
secondary school located in Laikipia County, conceptualize and enact peace 
education? Furthermore, how does the Academy address various forms of violence (direct, 
structural, cultural) against girls in Kenya?  Initially, the concept of peace, as understood by the 
Daraja Academy participants, is offered to contextualize the findings and frame ideas through 
their worldview and life experiences. Themes emerged on how the Kenyan participants 
conceptualize peace through in-person interviews with administration and staff (n=13), focus 
group interviews with students (n = 20), and survey responses from Daraja Academy students 
(n=46/64) to an open-ended question (Question 27) on how students “define or describe a culture 
of peace”.  Responses were categorized according to Galtung’s framework of negative and 
positive peace to further analyze the depth to which members of the Daraja Academy community 
recognize and address direct, structural and cultural forms of violence (Galtung, 1969, 1990). 
Part 1: Contextualizing peace: What does peace mean to you?  
Negative Peace 
When asked the question, “How do you define peace?”, many of the participants laughed, 
paused, and grew silent to thoughtfully select words that would explain this elusive concept.  
“Peace!”, one administrator repeats the word with surprise and continues with a broad smile as 
we laugh at this oversimplified yet deeply complex concept.  He continues, 
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Hmm…peace, peace. I would say it’s a state where, it's a state of staying together with, 
staying with one another, amidst our differences and [sic] whenever possible with trying 
as much to accommodate that level, the slightest level that may bring a conflict. Because 
that is usually the beginning of lack of peace. (Ashur, Administrator, interview, July 14, 
2016) 
This response is representative of many who equated the absence of peace with the presence of 
intercommunal violence.  Some discussed the need for the sense of social cohesion using 
descriptive adjectives such as “harmony”, “co-existence” and “unity” in their definitions (Daraja 
Academy teacher and staff interviews and student focus groups, July 2017).  Of the survey 
responses, thirty (30/46) students defined a culture of peace as “people from different 
cultures/communities live together in peace and harmony” and without conflict (Culture of Peace 
survey, July 2016).   
Examples of intercommunal violence participants shared included tribal conflicts, 
retaliatory acts between communities due to cattle rustling, and domestic violence among 
families (field notes, July 2016).  Form 1 student pointed to the need to cultivate peaceful 
attitudes to address forms of direct violence, at times rooted in tribal tensions, through a 
reflection of the school pillars.  
But in Daraja, we have pillar number 3 which says, ‘embrace differences, treat all with 
dignity and respect’…in Daraja we embrace each other, we understand that we are 
different and so we live by accepting others weaknesses and where their strength is, we 
try to understand and so that we live in peace and harmony. (Form 1 student, focus group, 
July 14, 2016).  
  
105 
A classmate reflected on her perceived manifestation of peace at the Daraja Academy based in 
her ability to positively engage in this diverse community.  
[T]here is peace in Daraja because as she have said there is a lot of tribes here so, like in 
Kenya the Luo and Kikuyus they hate each other so much, but when you come to Daraja, 
there is the Luo and Kikuyu girls, but they love each other so much, so there is peace in 
Daraja. (Form 1 student, focus group, July 14, 2016)   
The student body at the Daraja Academy is diversified through an intentional selection process 
that has resulted in the inclusion of students from 33 out of the 44 registered tribes in Kenya. 
While some “embrace differences” one survey respondent suggested that a process of 
overlooking differences along with skills in nonviolent conflict resolution could result in a more 
cohesive community, “A culture of peace is a way living together as one without seeing the 
differences that you have and in a non-violence way and being able to resolve conflicts in a 
peaceful way.”  This student aligns with a similar narrative in Kenya of “tribeless youth” has 
resurrected around the need to create a united Kenyan identity (“Tribeless youth:  One people. 
One nation. One tribe,” n.d.).  However, the “monoculturalism” approach can lead to the 
assimilation of diversity into one dominant cultural expression (Niens, 2009).  An examination 
of other multiculturalism models (liberal, pluralist, and critical multiculturalism) may be useful 
to address the complexities that exist when deconstructing deeply rooted identity-based 
discrimination.    
Positive Peace  
The most common manifestation of positive peace in the student focus groups and the 
student survey was identified through the expressed desire to possess a sense of inner or personal 
peace. In this student’s response, inner peace is equated to the ability to exercise freedom of self-
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expression, “Living in an environment that one can feel free to be oneself, to be able to be 
listened to and to have an inner peace” (Student, survey, July 2016).  Some pointed to the need to 
cultivate inner peace as a prerequisite to practice peace with others. “Having peace is somehow 
we are not involved in any conflict either inside or outside. You are at harmony with yourself 
[sic] and you do not have any grudge with any other person; so, internally you are at peace” 
(Class leader, focus group, July 14, 2016).  
However, participants expanded their definitions to reach beyond the absence of conflict.  
The ability to protect, respect and realize one’s rights, manifest a sense of inner peace, exercise 
the freedom of expression, dismantle discrimination, live in a “favorable” environment, and 
enjoy a state of happiness and love “where people interact peacefully with their culture” were 
among the responses aligned with Galtung’s concept of positive peace (Daraja Academy 
interviews, student focus groups, and survey, July 2016). An alumna of the school who returned 
to conduct her student teaching revealed the desire to have both inner peace and outer peace with 
others through relationships built on respect and by cultivating skills to resolve conflict 
peacefully. 
I would start defining it for myself, being at peace with myself accepting who am I, 
accepting what I do and accepting correction and then I am at peace with myself. But, 
when it comes to me and people, it’s when we respect each other’s right, we respect their 
opinions, and we don’t condemn somebody because we don't agree with them. We talk 
out when we don't agree with people. And, that brings peace, because if you can talk to 
me when you don't agree with me, then I will be able to explain what I meant, yes. That 
brings peace. (Grace, teacher, interview, July 13, 2016) 
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This student-teacher acknowledges that capacities to build peace such as respect, dialogue, and 
self-awareness are required skill-sets to be an agent of peace.  
Societal challenges in realizing peace 
To expand on their responses participants were asked, “According to your definition of 
peace, what are some challenges to peace in Kenya?”. Themes are presented in Table 9 in order 
of frequency along with corresponding quotes from select participant to offer a macro-
perspective on the state of affairs within Kenya according to some Daraja community members. 
Table 9. National Challenges to Peace in Kenya – Daraja Academy 
National Challenges to Peace in Kenya – Daraja Academy 
Theme Participant Voices 
Tribalism /  
Ethnic tension 
A major problem for peace is that in Kenya there are many tribes so there 
are some tribes which seem to think that they are more superior than 
others. Each of them try to prove that they are right, so in that process they 
tend to [be in] conflict and maybe it may lead to war like in the 2007 and 




The political leaders, they are bringing in politics that [sic] divide people 
by tribal lines that even if they are affiliated with political parties, they are 
affiliated more to the tribes rather than national values. (Ashura, 
administrator, interview, July 12, 2016) 
 
Corruption Challenges that block peace in Kenya, one of them is corruption. You find, 
if maybe you are traveling, police, so the traffic police are always on the 
road. When you pass by [sic] the driver has to give out something. If you 
don't give out the money, you are taken to court. And that one is going to 
bring quarrels between the tribe and the police. (Form 2 student, focus 




There is a challenge of leadership, if for example, I’m a girl and I want to 
be a leader, or I'm a woman and I want to be a leader, then the other leaders 
look down upon me, they think [sic] I cannot make wise decisions. 







I think the main challenge for Kenya is [sic] the distribution of resources 
that is affecting peace. Looking at my definition I say it is looking at where 
the ecosystem is in balance. So, I don't fight the ecosystem and the 
ecosystem does not fight me, so I would say I am at peace. (David, teacher, 




It is about the Al Shabaab, those who come to kill Kenyans. (Form 1 
student, focus group, July 14, 2016) 
 
Tribalism and identity politics  
While most of the responses focused on issues of tribalism in Kenya, it is critical to 
acknowledge that these factors are deeply rooted in historical legacies of injustices dating back to 
colonial times.  In the following statement, tribalism is traced to corruption, negative political 
rhetoric, and discrimination.  
I think what is bringing conflict, and I wish it will die even now, it is tribalism and 
corruption. Kenyans, like, if for me I am a Luo […] this big people, they say, like that is 
Raila [Odinga], who is coming from my tribe, he is a Luo. Then we have Uhuru 
[Kenyatta], a Kikuyu. These two, when they are campaigning, they will be saying bad 
things to each other, then now, us, we think that it is true. So, we start fighting. Even 
when you go to look for work in Kenya, the company is being run by a Kikuyu. You will 
find most of the employees are Kikuyus. They will not have, like if now a Luo goes to 
that company, he or she, maybe he has the qualifications but he will not get a job and like 
if the Kikuyu comes. […] And, now these small, small tribes, they end up fighting like 
the Luos and the Kikuyus, they fight so much. They fight and like the elections of 2007, 
so many were killed...They were killing people and that is leading up to today, they hate 
each other. (Form 1 student, focus group, July 14, 2016) 
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As demonstrated, Form 1 student highlights how ethnic tension between tribes can 
manifest in various spaces and be further ignited through divisive identity based politics during 
presidential election seasons.    
Corruption  
Similarly, corruption was mentioned several times by participants who pointed to 
examples of workplace discrimination whereby members of the majority tribe are hired over 
others competent candidates.  Participants pointed to corruption in democratic processes was 
seen in the recent nullification by the Supreme Court of the 2017 presidential elections (Batten-
Carew, 2017).  Others discussed instances of corruption in education citing a recent leakage of 
the KCSE national examination (Aduda, 2016) and gender based violence perpetrated by 
security forces also reported in the recent 2017 elections (Odhiambo, 2017).  
Gender based discrimination  
Once participants provided a macro-perspective on national obstructions to peace, the 
conversation shifted to a more focused question on what challenges girls face when striving to 
achieve peace.  The following section summarizes responses from all participant interviews 
(n=32) to contextualize obstacles girls face and assess how the Daraja Academy has responded to 
these direct, structural, and cultural forms of violence.  
Deeply reflective about the implications of culture of one’s belief system, participants 
repeatedly referenced gender based discrimination (GBD) whereby communities valued boys 
more than girls.  One teacher referred to this bias as a form of “cultural corruption” stating, 
“women do not have say in most cultural backgrounds. They do not have say and the man will 
mostly have the say” (Faraja, teacher, interview, July 14, 2016).  A student expanded upon this 
idea by illustrating the impact this discrimination has on girls. 
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[A]bout girls, especially in some communities they're still being ruled by, they're being 
guided by cultural practices whereby they have different beliefs about girls. In most of 
the communities they believe that a girl child is less than a boy child whereby most of the 
priorities are being to a boy child [sic]. Believing that girls are meant just to not go to 
school but just to give birth to children and they don't have their rights.  (Form 4 student, 
focus group, July 12, 2016) 
Further reinforcing these perspectives, a male participant reflected that in Kenya, “the majority 
of families have not really recognized the strength of a woman” (Ashura, Administrator, 
interview, July 12, 2016).  Noticing who is occupying space, he shared that women are not 
always included in business meetings thus further blocking equitable access to the work force.  
Political participation also remains a challenge for women in Kenya despite the affirmative 
action rule as defined by the Kenyan Constitution whereby, “not more than two-thirds of the 
members of elective public bodies shall be of the same gender” (Government of Kenya, 2010, 
Chapter 7 (81) (b)).xiii  
I think also lack of education among women [sic] when you have a very strong woman 
leader who has a lot of potential leadership but by the virtue of they may not have not 
acquired a lot of education [sic] there are parameters that may not [have] allowed them to 
access some leadership positions [sic] like now we are talking about the 2/3 
representation in our elected posts. In all appointments, it becomes a challenge when we 
don’t have educated women who can be appointed. (Ashura, Administrator, interview, 
July 14, 2016) 
Raising a critical point, this male participant underscores a deep frustration felt by many of the 
girls receiving a scholarship to Daraja Academy: limited access to quality non-compulsory 
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education.  One administrator lamented that even after a decade working to eradicate Kenya of 
this societal ill, her students continue to be discouraged, "my brothers are assured of education 
and I am not" (Rose, Administrator, Skype interview, October 5, 2017). 
Challenges cited among the girls in attaining an education beyond Class 8 included the 
expectation to care for the household leaving little time for their studies, the lack of sanitation 
towels forcing girls to miss school, and the inability to pay for school fees required if admitted 
into a public secondary school.  One student connected the lack of food to the lack of education 
thus demonstrating the necessity to access nourishment for both the body and the mind, “It's a 
lack of food, we don’t have enough food because some counties, like in Turkana, they don't have 
enough food and many people are dying, enough education, they don't have enough education” 
(Form 1 student, focus group, July 14, 2016).  
Her classmate continued the conversation with a different perspective illustrating the 
layers of violence present in her native town and as a member of a historically rival tribe of her 
classmate.  
I come from a humble family that's the Samburu. So, the thing that is the biggest 
challenge now is the FGM and the early marriages. Like FGM is a must thing, so even if 
you don't want, they will do it for you. Even as you try to avoid, but you can't, so that 
thing [sic] is the big challenge that the girls face, most of them in Kenya. Also, the early 
marriage, you will find out that the girl that is in class three maybe her father wants cows 
and goats so we are just given out and you go and follow that man, the man that you 
[don’t] even know, you don’t know if he is the one of the Al Shabaab killing Kenyans, so 
for me, that is the biggest challenge. (Form 1 student, focus group, July 14, 2016) 
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While the Form 1 student doesn’t explicitly address tribal tensions in this response, in a previous 
comment during the interview, she mentioned the neighboring tribe from her area, the Turkana 
tribe.  Despite a ceasefire brokered by the National Cohesion and Integration Commission 
(2015), cattle rustling continues to cause conflict between the Turkana and Samburu tribes due to 
resource scarcity issues in the region recently exacerbated by a recent drought in the country.  
The student raises some similarities between the two tribes in her response as she acknowledges 
her “humble” background which generally refers to her stagnated economic status. As she moves 
on she acknowledges the pervasive tradition that mandates girls in her community to undergo 
female circumcision, also known as female genital mutilation (FGM).  
Bearing in mind the warning presented by Chimamanda Ngozi Adichie (2009) of the 
“danger of a single story”, a statistical overview of FGM is offered to demonstrate the varied 
occurrences of female circumcision across the country. According to data collected from the 
2014 Kenya Demographic Health Survey (KDHS), nationally the percentage of women 
circumcised has gone down from 32% in 2003 to 27% in 2008-9, and 21% in 2014 (Republic of 
Kenya - Kenya National Bureau of Statistics, 2015).  While female circumcision is outlawed in 
the country in accordance to the Prohibition of Female Genital Mutilation Act (2011), the 
practice of circumcision continues in some communities more than others based on diverse belief 
systems, religious and tribal affiliation, as well as the region.  Figure 8 reproduced from the 




Figure 8. Percentage of women and girls circumcised according to tribal identity (Republic of 
Kenya - Kenya National Bureau of Statistics, 2015, p. 334).  
As the Form 1 Samburu student reflected, according to KDHS report, girls from her 
community are more likely to be circumcised with 86% of Samburu girls and women having 
undergone this practice (Republic of Kenya - Kenya National Bureau of Statistics, 2015).  As she 
continued, she revealed the challenges girls face when going against this cultural practice.  
According to the KDHS, within the Samburu community 95.3% of men and 72% of women ages 
15-49 believed that their community required female circumcision (Republic of Kenya - Kenya 
National Bureau of Statistics, 2015, p. 341).  A second reference to poverty and the economic 
importance of livestock emphasizes the prevalence of forced marriage where women are 
commodified at the age of nine (Class 3) and sent off to older men – some of which are members 
of the terrorist group, Al Shabaab.  
Violent extremism: The radicalization of youth 
 As part of their preparation to attend the Defying Extremism dialogue, transition students 
selected as youth delegates from the Daraja Academy worked with me to prepare and facilitate 
two pre-session dialogues with their classmates (July 2016).  The purpose of the sessions was to 
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identify factors motivating youth to join extremist groups and brainstorm possible solutions. 
Motivations were explained as “push” factors and “pull” factors for students to critically analyze 
how they and their peers in their home communities may have been targets of these factors 
(Denoeux & Carter, 2009).  “Push” factors are structural in nature and can be associated with 
one’s rights being withheld thus limiting one’s potential.  “Push” factors are “socioeconomic, 
political and cultural in nature” and can include marginalization, lack of good governance, 
corruption and “cultural threat perception” (USAID, 2011, p. 3).  Acting to mobilize these 
“push” factors, “pull” factors incentivize youth through material rewards, a sense of belonging 
through a strong group identity formation, and the promise of fame.   
 The two youth delegates facilitated two pre-session dialogues with the Peace Club 
members (n=12) and the Transition students (n=15) where they introduced the purpose of the 
activity and broke students up into groups to brainstorm ideasxiv.  Most ideas generated by the 
students focused on “push” factors, but students did demonstrate some knowledge of “pull” 
factors such as an increased sense of identity, monetary benefits, and a feeling of “superiority” 
that youth may gain through joining an extremist group such as Al Shabaab. Table 10 provides a 
detailed summary of the “push” factors identified by students that have been categorized using 









Table 10. Summary of “Push” Factors and Possible Solutions to Radicalization of Youth 
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During the pre-dialogue discussions students shared stories of peers in their community 
who had been approached by Al Shabaab, lamented over the lack of government structures that 
contributed to the “push” factors, and brainstormed numerous solutions to amend these structural 
forms of violence.  It is interesting to note that during the semi-structured interviews, only two 
Form 1 students and one teacher referenced “terrorism” as a factor blocking peace.  However, 
when given the opportunity to focus in on this issue, many students had a personal story as to 
how violent extremism had touched their lives or the lives of those in their communities.  One 
student participating in the focus group discussed Al Shabaab and highlighted the bias some 
Kenyans harbor against Somali nationals and Somali Kenyans.  
The other thing, it is about the Al Shabaab, those who come to kill Kenyans. Now, most 
of them do not want to know if it is a child or a woman or a man. Now they come and kill 
everybody, most of the people believe it is Somali, but I don’t believe it is Somali, but 
that makes us to not have peace. (Form 1 student, focus group, July 14, 2017)  
While the student points to xenophobic beliefs among civil society, state actors such as the 
military and police have been implicated in the kidnapping, killing, and disappearance of young 
men assumed to be associated with Al Shabaab (Human Rights Watch, 2016).  Returnees and 
their families also face state sanctioned violence making reintegration efforts extremely 
challenging and perhaps as dangerous as staying in the terrorist group (field notes, Defying 
Extremism Regional Dialogue, July 2016).   
These two pre-session dialogues demonstrated that the students were aware of the 
negative impact of radicalized youth on state security.  Furthermore, students possessed the skills 
to identify root causes motivating youth to radicalize and articulated the need to address 
structural injustices.  Often referring to the responsibility of the state to mitigate the impact of 
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violent extremism on the youth, students indicated the need to hold the government accountable 
through protecting the rights of civilians through social services, decreased unemployment rates, 
and increased access to education.  
Part 2: Daraja Academy Model – Qualitative Findings  
The lights flickered on before the sun rose and remained lit by the generator deep into the 
starlit night so the girls could pour over their notes from the week.  Morning assembly began 
with a reminder from the administration to rise to their potential prior to the national anthem 
and prayer. The ground shook five times a day due to the rhythm of the students sprinting to and 
from class so as not to waste a moments time during meal and tea times. During chemistry class, 
students were supported by their teachers who quietly walked around the room offering 
suggestions in an encouraging tone during their individual work. Laughter arose from students 
sitting at their wooden desks overflowing with books, listening intently to their history lesson.  
Chalk smeared on the hands of the teachers as they drew lines on the blackboards to categorize 
their lecture notes – students rushed to copy the knowledge from the board into their notebooks. 
Surprisingly, at the end of the day, a new burst of energy filled the room as their W.I.S.H. classes 
began. Select teachers transformed into W.I.S.H. “facilitators” as they entered the classroom. A 
rush of students politely setting up chairs for their female teachers coming to observe the life 
skills course. The hustle continues deep into the night – sports, clubs, dinner, evening chores, 
study hall. Sleep. Then, repeat. (field notes, July 2016) 
 
Part 2 focuses on themes that emerged from participants (n=32).  According to the both 
students and school leadership, the intended impact of Daraja is to educate girls otherwise 
destined to live in the margins of society and for these students to take that education out into 
their communities to advance positive change.  A common belief exists that this model will 
result in an outward ripple effect that will result in a significant paradigm shift.  
The intended impact [sic] is you give this quality education that makes a girl able to be 
multiplied out there. And we you keep going back to [sic] an agent of change, because we 
want a girl who will take it back home. [sic] So, it's some fire here and when that girl 
graduates, she'll take her fire into her community and another girl will take her fire into 
her community and that will keep giving an impact there. It is that education that makes a 
girl impact either in an office level, in her job, in her community, in a situation where she 
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has mobilized and she's addressing something. It's that kind of an education that is not for 
one girl, but an education that is hoped to make a girl spread it out. (Rose, Administrator, 
interview, October 5, 2017) 
The following section examines themes that emerged that appear to ignite this fire within the 
girls.  Acknowledging that education can be a tool to promote peace or an obscure weapon to 
instill negative attitudes such as discrimination (Bush & Saltarelli, 2000), it is my assertion that 
this model is indeed the former. Through an analysis of participant interviews combined with a 
review of student-authored blogs, social media posts, and focus groups, themes demonstrating 
the unique components of the school model are presented in the following sections.   
A Pathway to Achieve Academic Excellence. 
In 2017, five classes had graduated from the Daraja Academy (classes 2012-2016) with 
82% of the 125 alumnae admitted to colleges and universities (“Daraja: In numbers,” 2017).  The 
emphasis on academic excellence was recognized across the students, teachers, and 
administrators interviewed and, as one students stated, “it is the main reason as to why we are 
here” (Form 1 Student, focus group, July 14, 2017).  However, participants underscored the 
holistic approach supporting Daraja students through their adolescent journey – both 
academically and personally.   
We focus majorly on the growth of the whole person which is concentrated by academic 
performance, but we believe a person with character will be a strong leader in the future. 
So, as we emphasize on academics [sic] we don't forget that character [sic] it becomes the 
ultimate way which we are able to laugh, to love and to inspire. (Ashura, Administrator, 
interview, July 14, 2016) 
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This approach to balance academic achievement to support the “growth of the whole person” 
begins during the selection process, is supported by strong student - teacher relationships, 
mentorship and is visible in the practices, policies, and program of the school.  These 
foundational elements appear to support the development of leaders and women of W.I.S.H.  
Student selection process. 
Participants noted that student selection is a unique process that is based on a review of 
the student’s financial need, an in-person interview, and their exit exam scores from primary 
school (KCPE) (“Daraja Academy - Our unique model,” 2016).  However, the process is 
designed to reveal a students’ potential and future aspirations rather than solely focus on the 
results of their past academic record (Ashura, Administrator, interview, July 14, 2016). 
They look at different things like leadership skills, humble background, and your fluency 
in speaking in English. Also, they don't look at performance, the KCPE performance 
most of the time, because they look at what you can do and who you are (Student Form 3, 
focus group, July 12, 2016).  
Once a candidate is selected from the application pool, the selection team sets up an in-person 
interview that is inclusive of community members such as her head teacher, the chief, or a clergy 
who can speak to the candidate’s needs and strengths (Ashura, Administrator, interview, July 12, 
2016). Interview questions focus on the candidate’s ability to think critically, demonstrate their 
leadership capabilities, and articulate the ways in which a secondary education would impact her 
future (Ashura, Administrator, interview, July 12, 2016).  
Student - teacher relationships.  
During interviews, students often referred to their classmates as sisters and teachers as 
their “secondary parents”.  As a boarding school, the Daraja Academy intentionally designed 
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policies and practices that establish a sense of fictive kinship to support students while they are 
away from their families.  
At Daraja they feel very safe, there is the home aspect in it [sic]. Right from staff, 
students, we are one. And, though it’s an institution, a girl feels that she's at home [sic] 
So, it helps a girl see beyond a classmate; this is my sister, this is my roommate [sic] my 
teacher, she's my mom, my teacher, auntie and uncle, like with [sic] respect. (Rose, 
administrator, interview, October 5, 2017) 
Teachers at Daraja Academy hail from accredited teacher colleges in Kenya and have multiple 
roles that enable these positive bonds. While their primary role is to teach their core subject, 
teachers at Daraja are also club advisors, coaches, “teacher on duty” during rotating weekends, 
and mentors to a select group of students. Acting in these various capacities has allowed students 
and teachers to build relationships that are more akin to a familial bond. 
The relationship between us and the teachers is quite different from other schools [sic]. 
Here you get a girl, they have close relationship with the teachers and she can talk about 
other things apart from classwork. You can communicate openly without fear (Form 3 
student, focus group, July 12, 2016). 
This sentiment was shared among the teachers, many of whom taught in other schools. 
 [A]s a teacher at Daraja I feel like a different teacher. I don't feel like a normal teacher 
because of what I do at Daraja. The interaction with the students, what I teach, the 
W.I.S.H. classes and all of that makes me feel like I am a different teacher, in a different 
special school. (Martha, teacher, interview, July13, 2016) 
This close relationship between teachers and students is also shared among administrators and 
general staff members. “I wear many hats, I am a parent to these girls, I feel I take [them] as my 
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daughters, um, I am a big mentor to them” (Ashura, Administrator, interview, July 14, 2016).  
Visitors and volunteers are also invited to join the “Daraja family” as demonstrated by the warm 
embraces the students offer to outsiders coming to support the campus (field notes, March 2018).  
Mentorship.  
 Breaking down traditional hierarchal roles is a common tenant of peace education that 
can be achieved by intentional critical dialogue (Freire, 1970) and exercised with an attitude that 
teachers are also learners as Reardon introduced in her “edu-learner” concept (1988).  While 
teachers at Daraja participate in professional development to practice learner-centered pedagogy 
(Lattimer & Kelly, 2013), many still rely on a lecture format to transfer knowledge through rote 
memorization in preparation for the KCSE examination (field notes, July 2016).  Formal 
opportunities for teachers to engage with students as mentors creates a unique space for students 
to gain additional academic support, share their concerns, and receive guidance.  
Maybe if you are having a problem, you can talk to your mentor or if the mentor is seeing 
you are going much down in your studies, she or he talks to you and finds maybe a 
solution to that. (Form 1 student, focus group, July 14, 2016) 
An alumna completing her student teaching at Daraja emphasized how mentors also 
nurture the students to become advocates in their home communities, “they get mentors 
sometimes to tell you what you should do and how you can fight for the rights of girls” (Grace, 
Teacher, interview, July 13, 2016).  These third spaces can be critical in offering an open and 
caring environment for students to critically deconstruct and counter structural and cultural 
forces of marginalization with a trusted elder (Cann, 2012). “[T]he mentorship program [sic] is 
still somehow trying to make students believe in themselves and know that they are ambassadors 
of peace and they are the ones to preach peace” (Joseph, Teacher, interview, July 12, 2016).  
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Returning to the emphasis on academic excellence, one teacher reflects that the mentorship 
program ultimately, “helps the girl to settle in class and focus on what they are supposed to do” 
(Martha, teacher, interview, July 13, 2016).  
The mentorship program maintains a ratio of one mentor to 15 mentees (Daraja 
Academy, 2017) and was presented as an exemplary model in a Curriculum Reform workshop in 
2016 hosted by the MoEST (Rose, administrator, interview, October 5, 2017).  The community 
at Daraja also benefits from informal mentorship opportunities through invited guest speakers, 
peer mentorship, and support from the Dorm Matronxv who cares for the daily needs of the girls 
(field notes, July 2016).  Mentorship is one way the Daraja Academy model reinforces their 
motto,xvi which drives the spirit of perseverance and agency.  
Education is the most important thing once you join Daraja.  We embrace differences and 
promote team work for us to excel and to also help other girls who feel like there lost 
have a sense of belonging. We strongly believe in our motto, “We believe we can and so 
we will”. (Student Form 1, focus group, July 2016) 
Peer-to-peer support to establish learning communities also allows students to work toward their 
shared dream to achieve high KCSE test scores and secure a pathway to a university.  
Establishing a foundation for girls to support one another is critical due to the historically low 
passing rates on the KCSE; in 2014 only 31% of girls achieved the minimum entry grade of a C+ 
for university entry (Ng’ethe, 2016).  Co-founders of a peace education program, Ceeds of Peace, 
identified collaboration as a key attribute of their framework (Urosevich & Soetoro-Ng, 2016), a 
skill that is nurtured through academics and in other practices and policies of the school.  Form 3 




Working alone is not the best technique to follow in order to excel. In fact, it is the 
poorest means. Teamwork does it all. It is not easy to trust people who you don’t know, 
but with time you gain trust among each other. (M., 2017, paras. 1–4) 
Teamwork is also an outcome of what many participants described as a “sisterhood” felt amongst 
the student body.  
A “Sisterhood”: Policies and Practices on Diversity and Inclusion 
 Since the inception of the Daraja Academy in 2009, there have been 33 out of the 44 
tribes represented in the student body. Viewed as an asset, diversity is celebrated with an 
aspiration to have all tribes represented from this African country in the student body – to be 
considered a “mini-Kenya” (Administrator, Skype focus group, November 30, 2017).  In 2016, 
over 300 applicants were received from across the nation with over 150 in-person interviews 
conducted by a selection team to meet the candidates (Juliet, administrator, interview, July 14, 
2016).  Prior to finalizing an incoming Form 1 class, the selection team reviews the composition 
of the new student group to ensure diversity of ethnicity, geographical representation, and 
religion (field notes, February 2015). Recognizing that there is an art to bringing diverse 
individuals together, the school has crafted several policies and practices of diversity and 
inclusion to foster an environment of harmony and unity.  “Without demure, sisterhood carries a 
lot of weight.  In Daraja families, looking after each other as sisters, this is a responsibility that 
forever remains a life lesson”  (O., 2017, para. 2). 
Creating cohesion through the “Family Tree.  
Aware of the increased ethnic tensions and grievances some suffered due to the PEV 
violence, the founding administration team recognized how critical it would be to counter 
tribalism (Juliet, administrator, phone interview, November 16, 2017).  Practices to increase 
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social cohesion on campus are found in the family tree, the welcome weekend, religious 
freedom, and policies promoting equity.  In addition to ensuring diversity with each new class, 
the team designed family trees to bridge their differences and build relationships.  Prior to their 
arrival, students from different tribes are assigned to a family to share meals, address challenges, 
and provide overall support to one another that is initiated from day one (Field notes, July 2016).  
New students also benefit from a student-initiated policy identified from the need to build 
community among the Form 1 and Form 2 students.  Based on shared interests, Form 1 students 
are assigned to live with Form 2 students (Doherty, n.d.). Ensuring that a student interacts with a 
new group of peers within her family and in her dorm room acts to decrease the chance of 
segregated spaces based on ethnic identity, grade, or religion (field notes, July 2016).  
Community building commences at the Daraja Academy the first day when Form 1 
students bid farewell to their loved ones to join their new classmates.  Even though boarding 
school is a common form of education in Kenya, incoming students from all corners of the 
country, are often unsure of what to expect and some may even experience culture shock 
(Doherty, n.d.).  A teacher reflects on the foundation the school offers to new Form 1 students 
through the creation of a family tree to “adopt” the newest member into the community. “[E]ven 
before a girl joins Daraja, the family is ready for her, [sic] the Form 4 [students], we are awaiting 
to welcome her into the family. So, [sic] that's there the first day” (Wachiru, teacher, interview, 
July 2016).  Form 1’s become the youngest sister in her new surrogate family tree that consists of 
an older sister (Form 2), an “auntie” (Form 3), and a shosho – grandmother (Form 4) who tour 
her around the school and welcome her to her second home (Daraja Academy, 2016).   
The welcome weekend continues with a tour guided by the family, invitations to play 
games and a weekend of leisure time that may include exercise, an evening of entertainment 
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accompanied by music, dance, and a movie and spiritual time on Sunday (Daraja Academy, 
2016). As a secular school, spiritual time is designed and led by the student leaders to create 
diverse spaces of worship for the on-campus community.  Students fill into the classrooms where 
the energy of knowledge transforms into an energy of worship and prayers or songs of the 
Protestant, Catholic, and Muslim faiths echo across campus in a non-competitive harmonious 
rhythm (Field notes, July 2016).  Special accommodations have been made for Muslim students 
who are able to worship in a small mosque with a unique rule that visitors may come only if 
invited to join the Islamic prayer sessions (Field notes, July 2016).  
Practices of equity are initiated during the welcome weekend and continue throughout the 
students’ residency.  Students must be modest with their possessions and no student may possess 
more than the materials provided by the school. “In Daraja [sic] the supplies and shopping was 
shared equally, nobody was given excess than the other [sic] when I came, I got everybody 
treating me like her sister…” (Form 1 student, focus group, July 14, 2016).  Furthermore, there is 
an equal distribution of labor with a rotating list of duties assigned to the girls.  Two different 
teachers underscored how responsible and reliable students are in fulfilling their duties to support 
the community.   
I see the Daraja girl is that brilliant self-driven girl, someone who can make decisions on 
her own and someone who requires little supervision when it comes to executing the [sic] 
policies or their duties [sic]. I think that is what the future needs, someone who don't need 




When students aren’t studying, enjoying leisurely time, or going on field trips, they can be seen 
fetching water for the meal times, completing their chores at the end of the school day, or 
tending to the garden (Field notes, July 2016).   
While the administration has built a foundation of unity, positive diversity, and sisterhood 
as indicated by the participants interviewed, some recognized that this is not a utopian society; 
conflict does arise, tribalism is a deeply rooted issue and can be felt among some students 
(Survey, July 2016).  As a result, the school is not immune to the inevitable “election heat” that 
resurfaces each election cycle (Rose, administrator, Skype focus group, November 30, 2017). 
While conflict is a natural occurring behavior, the leadership at Daraja recognize the danger of 
historical ethnic tensions rising to the surface fueling peer to peer or group conflict.  One 
administrator noted, “nothing would break our school faster than tribalism” (Juliet, administrator, 
Skype focus group, November 30, 2017).  While not all grievances stem from issues of identity, 
the administration has instilled a multi-faceted approach to addressing conflict, listening to 
student complaints, and caring for students’ mental well-being.  
Conflict management and well-being.  
Peer to peer mediation is a key strategy to address student conflict on the campus 
(Participant interviews, July 2016).  Both students and teacher/administrators offered 
complimentary responses that indicated there are multiple resources students can draw upon.  
The unique thing is, when the conflict arise even the teacher will never know - and even 
the workers or the administration because we solve them underground. If you have a 
conflict in the class, first you seek help from family member. You can ask your big sister 
and then if the conflict is just that big you go to [the] head girl. If [the] head girl is not in 
a position, which is obviously rare in the school, you can consult the teacher on duty. 
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Then the teacher on duty to mentor...and then...[pause] it had never reached to mentor, it 
always end[s] up in the head girl. The conflict is easily solved because we don't take it 
far. (Form 3 student, focus group, July 12, 2016) 
Natural Helpersxvii, a trained group of peer counselors, are also available to identify girls whom 
may need additional support or can be invited to mediate a conflict.   
[W]e have first Natural Helpers [sic], they are being taught how to approach someone 
and if my sister feels so down and maybe she does not participate in class and maybe 
she's so annoyed all the time; I as a natural helper [sic] can [sic] approach that person and 
maybe ask her politely what is wrong? [sic] Are you okay? (Form 4 student, focus group, 
July 12, 2016) 
While not all are receiving the training to act as Natural Helpers, students are introduced to 
peacemaking concepts and conflict management strategies in their W.I.S.H. classes (Document 
review, W.I.S.H. Curriculum).  Stress management skills are integrated during the last term of 
Form 4 W.I.S.H. lessons to invite students to practice calming techniques during the stressful 
testing sessions when they complete the KCSE (Document review, W.I.S.H. Curriculum).  
Teachers and administrators place a significant amount of trust in the girls to handle the 
situations that may arise, “so before the issues get to be [sic] blown out of proportion [sic] we 
have created safety nets for students who can help each other” (Joseph, teacher, interview, July 
12, 2016).  
 If students are unable to successfully mitigate the conflict, they can seek the guidance of 
the teacher on duty, their mentors, the school counselor, or other members of the administrative 
team. If students engage in a physical fight, they must meet with a committee and are suspended 
for up to two weeks. Upon return, the students’ parent or guardian meet with the administration 
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team and the students are re-admitted (teacher and student interviews, July 2016).  Recognizing 
that two out of five students reach Form four (Ng’ethe, 2016), the administration team aims to 
retain the students instead of making punitive measures to take away their scholarship due to 
negative behavior.  
 Most students cited examples of peer-to-peer conflict when asked about conflict 
management at the school. However, one teacher noted that there are outlets for students to 
report a complaint at the school.  
They have a suggestion box right there (pointing to a wooden box in the cafeteria). So, if 
they have an issue, sometimes they will send the head girl, the leader, [sic] to the office 
with the complaints. [sic] [I]f it is sensitive and they are not able to send the head girl, 
then they will put in the suggestion box which will be opened every week. (Martha, 
teacher, interview, July 13, 2016) 
She went on to explain that the principal reviews the sensitive issues that require immediate 
attention with the teachers to discuss possible solutions which are then presented to the students.  
Expectations are set for these young women to take responsibility, act as leaders and abide by the 
foundational “Four Pillars” to guide their behavior as detailed in the following section.  
“Growth of the Whole Person”: Leadership, Advocacy, and Agency. 
Four Pillars. 
 After the first year of operation (2009), the administrative team, inclusive of the founders, 
brought together representatives from each department, teachers, and volunteers to discuss rules 
to govern the school.  However, after some reflection, the team felt that traditional rules were too 
limiting and punitive in nature, not transformative or applicable to the students’ realities outside 
of the school (Ashura, administrator, interview, July 12, 2106).  The team reflected on the 
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Swahili word, Daraja, meaning bridge, and imagined four pillars to hold up this pathway; a 
metaphor for the “life guidelines that are tying the whole person not by rules but by the will of 
doing the right thing” (Ashura, administrator, interview, July 12, 2016). The team engaged in a 
consensus building process to brainstorm concepts aimed to foster leadership and agency both on 
and off campus.  
Even when one is outside this school or when they graduate [sic] this is still a constant 
reminder that what I learnt at Daraja, or the tradition [sic] is something that can, will 
transform my life; if I continue binding by that. I can apply it even in your work situation, 
I can apply it in my family, I can apply it [sic] in church, anywhere. (Ashura, 
administrator, interview, July 12, 2016). 
Building consensus among the founding administrative team, an exercise was conducted to 
narrow down twelve sentences to the current Four Pillars: 1) Be accountable for the role you play 
at Daraja, neither neglecting it, nor abusing it.  2) Maintain open communication, speak honestly 
and listen effectively.  3) Embrace differences and treat all with dignity and respect. 4) Every day, 
leave it better than you found it (“Four pillars,” 2017). 
Both students and administrators/teachers demonstrated that the Daraja community has 
adopted the pillars in theory and in practice, illustrating that they have become an integral 
component of the school.  Students and staff alike hold one another accountable to abide by the 
pillars, “if you go to every department people try to practice that: academics, security; garden, 
everybody [sic]. So, as you practice the pillars the core values are there” (David, teacher, 
interview, July 12, 2017). 
Senior-level students design skits to teach the incoming Form 1 students which “acts as a 
constant reminder” for the school community (Ashura, administrator, interview, July 14, 2016).  
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Skits are followed by student-led group discussions facilitated to assess for comprehension with 
administrators available as needed to “clarify a few things” (Ashura, administrator, interview, 
July 14, 2016).  Throughout the school year, students are reminded during morning assemblies 
and individually through interventions from staff members.  
[M]id-way through the week [sic] you ask the students either in a W.I.S.H. class or even 
in a normal class [sic], “Have you really observed pillar number four today?”, [sic] you 
know it’s a constant reminder. Because the thing is we wanted it to be a really guiding 
principle they are able to walk with; [sic] it is about, “How can I improve myself today?”. 
(Ashura, administrator, interview, July 14, 2016) 
Form 2 student offered this reflection on the importance of Pillar number 2, “In matters of 
honesty, if someone is not honest it can lead to even bigger problems. And listening respectfully 
gives everyone an equal chance to be listened to and give out her own ideas” (“Four pillars,” 
2017). Similarly, another classmate re-emphasized the original intent of the pillars that were 
designed prior to her arrival at the school. Infusing the pillars into her identity and utilizing the 
principles to make ethical decisions, she illustrates her willingness to carry the pillars beyond her 
community at Daraja. 
Okay, a Daraja girl is a girl who is empowered, a girl who is confident through the class 
that's W.I.S.H., and is a person who is responsible, following the pillars that we have in 
the school and that all makes the school send out girls who are already mature, who 
knows what is right and what's wrong. (Form 2 student, focus group, July 13, 2016) 
The pillars, referred to by the administration as “the foundation of success” is just one ingredient 
of a system geared to “empower” the girls to advance in society as indicated in the 2016 vision 
statement, “We provide a premiere educational experience by empowering exceptional Kenyan 
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girls whose potential would otherwise be lost. We develop leaders who will transform their 
respective communities and the world.” (“Vision & Mission - Daraja Academy,” 2016).  
Leadership. 
Recognizing the structural blockades limiting opportunities for women to rise to 
leadership positions, the administration designed multiple opportunities for girls to learn and 
practice skills to become the leaders of tomorrow (Administrator, interview, July 12, 2016).  
Class representatives are elected in student government with one head girl for the entire student 
body.  Student-appointed teams lead spiritual time, morning duties, and clubs including, 
Grassroots Leadership, Peacebuilding, Science and Conservation, and Media (Daraja Academy, 
2017).  Leadership skills and knowledge are further emphasized in the W.I.S.H. curricula 
(Document review, W.I.S.H. curriculum).   
Curious about how the students and administrators/teachers/staff identify and 
characterize a Daraja girl, participants were asked to simply, “Describe who a Daraja girl is”.  
The most common answer: a leader. Without hesitation, one teacher responded,  
A Daraja girl is leader, and a strong leader for that matter. This is a girl who has been 
trained to fit in each and every environment and to cope with each and every person, ah, 
taking into consideration that we are different people and so we are supposed to embrace 
each and every person. (Katherine, Teacher, July 14, 2016) 
This statement reflects how the Four Pillars reinforce the value of positive diversity required for 
leaders to counter discriminatory practices that divide Kenyans along ethnic lines in politics, the 
work place, and among communities.  According to participants, a Daraja girl does more than 
embrace differences, she is well-rounded, empowered, has integrity, is responsible/independent, 
courageous, confident, a change-maker/ problem-solver, resilient, trust-worthy, respectful, 
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environmentally responsible and future-oriented (Responses in descending order from participant 
interviews, July 2016 – November 2017).  Character development is a core component of the 
W.I.S.H. curriculum that critically analyzes identity and invites girls to incorporate integrity, 
strength, and hope as the unifying ethos required to be “Women of W.I.S.H.” (field notes, July 
2016).  
W.I.S.H. 
An “inward reflection” on identity is a core component of the initial two years of the 
W.I.S.H. curriculum to “guide girls into becoming the leaders of their own lives” and the second 
two years is intended to “guide them into becoming leaders in the lives of others” (“W.I.S.H.,” 
2017, paras. 2–3).  The following section details some of the core competencies students benefit 
from as learners in this mandated life skills curriculum. 
 Findings from a qualitative pilot study I conducted (2015-2016) indicate that the W.I.S.H. 
program is considered the “heart of Daraja” that offers 1) reflective exercises for students to 
reinforce a positive identity and recognized their own voice and skills to become ethical leaders, 
2) a space for students to foster their individual and coalitional agency to act as agents of social 
change, 3) a safe environment to critically analyze and deconstruct notions of power through a 
gendered lens, and 4) lessons to practice key peacebuilding competencies (Jenkins, 2013) to 
counter structural, cultural, and direct violence such as tribalism (Zanoni, 2017).   
The W.I.S.H. curriculum has evolved over the years due to the need to calibrate the 
content with the MoEST Life Skills Syllabi (Juliet, administrator, phone interview, November 
30, 2017), respond to the needs of the students, and update the lessons with new content as 
needed.  Each year students participate in thirty W.I.S.H. lessons (10 lessons per term) taught by 
a Daraja Academy female teacher who has been trained in the curriculum.  For the purpose of 
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this research, select W.I.S.H. lessons for each Form were analyzed to identify core competencies 
aligned with peace education (Bajaj, 2014; Jenkins, 2013) and human rights frameworks 
(Tibbitts, 2008).  An overview of themes as identified in the W.I.S.H. curriculum is presented 
along with sample core peacebuilding competencies from each set of 10 lessons (W.I.S.H. 
Curriculum, December 2017).  
  
  
Table 11. W.I.S.H. Curriculum Overview 
W.I.S.H. Curriculum Overview  
 
Form Term Theme Core peacebuilding competencies and sample content 
Form 1 
Term 1 Introduction to W.I.S.H. 
Constructing a moral compass: Recognizing and nurturing moral character 
as women of integrity, strength, and hope 
Term 2 Identity Work Practicing reflective practices: Respect for self and others 
Term 3 Confidence 
Communication strategies: Trusting self and others through goal 
setting and teamwork  
Form 2 
Term 1 Future Highway 
Deconstructing identity politics: roles of women, identifying stereotypes & 
addressing trauma as survivors  
Term 2 Sex education 
Gender analysis: developing a positive sexual identity and recognizing 
women’s rights 
Term 3 Career & Subject Choices 
Visioning: acknowledging individual strengths and identifying academic 






Critically analyzing a culture of peace: knowledge of women peacebuilders 
in Kenya and skills for future peacebuilders  
Term 2 Leadership 
Individual agency and participatory engagement: practicing ethical 
leadership styles and encourage girls to occupy space as leaders 
Term 3 
Peace Making /  
Conflict Resolution 
Conflict transformation: practicing negotiation, nonviolence, and peace 
Form 4 
Term 1 Agents of Change 
Coalitional agency: critically analyzing notions of power to act as a role 
model for social change  
Term 2 Human Rights Education 
HRE: knowledge of normative frameworks on rights and protecting the 
rights of self and others 





Participants referenced the W.I.S.H. classes most often when asked if there were 
opportunities to address their identified challenges to peace.xviii  Themes highlighted in Table 11 
were echoed in student reflections.  Form 1 students gained confidence, to “realize they have 
voices which they should use…that their opinion matters and so they can stand and say 
something” (Form 1 student, focus group, July 14, 2016).  Problem solving was emphasized by a 
Form 2 student who proudly announced her ability to work with her peers to address challenges 
instead of relying on the teachers.  Highlighting the explicit lessons on peace, Form 3 students 
were confident to use their new conflict resolutions skills, “If you're at home and you see that 
some people or your friends or family are conflicting you can able to go back to the steps that 
you're taught in class and then address the issue” (Form 3 student, focus group, July 12, 2016).  
The shosho elders in Form 4 summarized many themes in their responses and highlighted that,  
human rights are helping us to be able to identify what kind of rights that are there 
outside in the world. Maybe some of them [sic] have been violated and we were unaware. 
But, most of the rights that we are being taught are ones that we get in our daily lives, and 
by doing so it is helping us to know that nobody can violate our rights (Form 4 student, 
focus group, July 12, 2016).  
Beyond recognizing their innate abilities, students from all Forms gained confidence, recognized 
their rights and embodied their inherent individual and coalitional agency (Bajaj, 2011) to stand 
up for their rights and counter injustices others face.    
HRE for transformative action emerges through curriculum that acts to challenge notions 
of power, build a sense of agency for self and others, and draw upon a human rights frameworks 
to engage in activism (Bajaj, 2011).  Following a thread of collective consciousness derived from 
the responses of four students, transformative action is an identifiable outcome of W.I.S.H.  In 
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their first year, students are invited to practice their agency in a supportive environment, “before 
coming to Daraja I could not stand in front of people [sic], but now I am able to do that. And, in 
Daraja, we are able to do anything here because it is our right” (Form 1 student, focus group, 
July 14, 2016).  Second year students recognize W.I.S.H. as, “a class of openness; it is not a 
study in exams. You get to share your views with the teacher and you get to know what you don't 
know” (Form 2 student, focus group, July 13, 2016).  Form 3 and 4 students, galvanized by 
W.I.S.H., are further inspired to “speak up, use her voice to send [a] message to the society” 
(Student Form 3, focus group, July 12, 2016) and “go home and [sic] gather a group of young 
girls and talk to them about W.I.S.H” (Form 4 student, focus group, July 12, 2016).  Whether it 
is speaking out against FGM, acting as stewards of the environment, mentoring younger girls, or 
bridging ethnic divides; Daraja students are acting as human rights advocates.   
Reinforcing that W.I.S.H. is an integral component of Daraja (Zanoni, 2017), an 
examination of the whole school model reveals that the lessons are brought to life in the broader 
ecosystem of the Daraja community and beyond.  Intentionally educating agents of 
transformation, students are required to complete community service, encouraged to publish their 
thoughts and opinions, and offered platforms to organize community events through school clubs.  
Community advocacy.  
Taking the lessons of W.I.S.H. coupled with the ethical leadership derived from the four 
pillars, students share their knowledge through mandated community service (“Community 
service,” 2017).  “When she goes for the community service during her holidays she meets with 
different people and she is able to preach what we do in Daraja; like the sisterhood that we have 
thus promoting peace in the community” (Form 3 student, focus group, July 12, 2016).  During 
school breaks, each student is required to conduct three sessions of 10 hours of service resulting 
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in 3,600 combined hours benefiting 12,000 people annually (“Daraja: In numbers,” 2017).  
Positioning the service as payment for their scholarship-based education, the administration 
hopes to foster opportunities for students to act as positive role models while at home.  “We 
believe that by teaching girls that they’re responsible for giving back and solving problems in 
their communities, they’ll start to see themselves as leaders in their communities” (“Tuition = 
Service,” 2017, para. 2).   
While at home, students demonstrate their leadership by organizing environmental 
campaigns, health seminars on HIV/AIDS, and workshops for girls on W.I.S.H. (“Tuition = 
Service,” 2017).  Breaking through both tribal and socio-economic divisions, one student carries 
a message of coexistence into her service.  “Through community service we are trying to unite 
those people, like for example, if a girl goes to maybe a nearby school and speak to those girls 
regardless of their tribes, regardless of their, what shall I say?” The form 4 student pauses to 
carefully select her words,  
Okay you can find [sic] some of the girls, they are coming from different families 
whereby some are from rich families and others are from poor backgrounds, and through 
community service it's whereby you, like, teach those girls on how to appreciate each 
other. And, by doing so you are teaching the young generation about how to fit well with 
others and how to appreciate others and, also you can solve the conflict. (Form 4 student, 
focus group, July 12, 2016) 
Service activities require students to critically assess the needs and assets in their community to 
identify leverage points to mitigate structural injustices and practice their skills to “relate with 
the people in the society” (Form 3 student, focus group, July 12, 2016). 
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Further inspiring students’ identity as leaders, the Academy partners with an online news 
outlet, Women’s eNews, to publish student-authored pieces centered on women’s rights.  Stories 
have focused on girls advocating against FGM (Anonymous, 2014), the myth that education is 
the panacea for marginalized girls (Mukami, 2016), and why young women should “avoid early 
marriage” (Bora, Wambui, & Wanjiku, 2014).  Internally, the Academy’s website hosts a blog 
that features writing from students, staff, and volunteers.  This rich database of reflective writing 
offers a platform for students to share their opinions and experiences on matters of education, the 
environment, poverty, culture, and politics (“Daraja’s blog,” 2017).  Recently, an announcement 
claimed the Daraja Times as the “first online student newspaper in Kenya” with the purpose to,  
provide a platform for the Daraja girls to be heard. We believe that leadership is achieved 
by words, and that if the world truly wishes to empower girls, we must first serve as a 
conduit and amplifier of their voices. (Lamb, 2017, para. 3) 
A review of the initial submissions indicate that the young authors are invited to analyze and 
critique systems of democracy, celebrate and raise awareness about cultural diversity, and 
advocate against racism and sexism (“The Daraja times,” 2017).  
According to the qualitative findings, the model of Daraja Academy fosters an 
environment for marginalized girls to practice policies of diversity and inclusion to develop a 
sisterhood and is invested in nurturing leaders who advance positive social change. Part 3 of the 




CHAPTER VI: ANALYZING THE CULTURE OF PEACE AT DARAJA 
Overview of Survey Participants   
The following chapter addresses the third research question that explores the lived 
experience of students at the Daraja Academy as examined through the framework of a Culture 
of Peace.  In July 2016, 65 students out of 123 students from graduating classes 2016-2019 took 
the survey. Of the 65 students, two students did not identify their Form, one student did not agree 
to participate and one student did not complete the survey (See Table 12). Out of the 63 valid 
survey responses, Form 3 had the highest participation (30.16%), Form 4 had the second highest 
participation (28.57%), then Form 1 (22.22%), and Form 2 (15.87%).  
Table 12 Culture of Peace Survey Participants, July 2016 
Culture of Peace Survey Participants, July 2016 





Percent of students 
that completed 
survey 
Total # of 
students in 
each Form 
Form 1 2019 14 22.22% 32 
Form 2 2018 10 15.87% 32 
Form 3 2017 19 30.16% 30 
Form 4 2016 18 28.57% 29 
Did not select Unknown 2 Unknown Unknown 
Declined consent Unknown 1 Unknown Unknown 
Incomplete Unknown 2 Unknown Unknown 
 
Total attempted   65 
Total completed & counted   63 
 
Summary of Results   
Composite scores. 
The survey invited students to respond to questions separated into 14 themes to assess the 
campus climate according to the adapted Culture of Peace instrument.  The original survey 
instrument drew upon three key frameworks, the UNESCO Culture of Peace (“Declaration and 
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programme of action on a culture of peace,” 1999), the flower model (Toh, 2004), and the 
Integral Model of Peace Education (Brenes-Castro, 2004) (Knox Cubbon, 2010b).  Where 
appropriate, I included updated peace education frameworks to strengthen the validity of the 
revised instrument in the findings section.    
The questions corresponding to each theme were combined into an average composite 
score if the Cronbach’s alpha indicated that the internal consistency of the items was above the 
“Acceptable” (e.g., > 0.7).  However, in the interest of reporting all the data, I chose to include 
themes with “Questionable” (0.7 > α ≧ 0.6) or “Poor” (0.6 > α ≧ 0.5) alpha values as indicated 
in Table 14.  It is advisable to review composite scores on themes with an alpha less than 0.7 
with caution as the internal consistency of the set of questions was not as high as anticipated.  
While the composite scores in table 15 offer an essential snapshot of the overall campus climate, 
the disaggregated data for each proves to offer more nuanced data to inform the 
recommendations.  
All questions that were negatively worded were reverse coded.  Stata and excel were used 
to calculate Cronbach’s alpha, composite scores, mean, standard deviation, maximum, minimum, 
and modal response (how often an answer was selected in a set of variables).  As a point of 









Table 13 Cronbach’s Alpha Measure of Internal Consistency 
Cronbach’s Alpha Measure of Internal Consistency  
Cronbach's alpha  internal consistency  
α ≧0.9 Excellent 
0.9 > α ≧ 0.8 Good 
0.8 > α ≧ 0.7 Acceptable  
0.7 > α ≧ 0.6 Questionable 
0.6 > α ≧ 0.5 Poor 
0.5 > α Unacceptable  
Source: https://www.spsshandboek.nl/cronbachs_alpha/ 
 
Table 14 Culture of Peace 2016 Cronbach’s Alpha α 






Education  0.57* 7 
Environment 0.91 5 
Human Rights Education 0.86 9 
Gender Equality  0.57* 7 
Democratic Participation 0.79 7 
Understanding & Tolerance 0.80 8 
Solidarity  0.78 5 
Communication 0.77 6 
Safety and Security   0.55* 4 
Conflict Resolution Education  0.63* 5 
Inner Peace 0.84 5 
*Indicates that the internal consistency is below acceptable 
According to table 14, set items from the following themes do not have an acceptable 
internal consistency: education (α = 0.57), gender equality (α = 0.57), safety and security (α = 
0.55), and conflict resolution education (α = 0.63).  The composite scores are provided for all 





Table 15 Culture of Peace Survey: Composite Mean Scores 
Culture of Peace Survey: Composite Mean Scores 
 
Variable n M   95% CI SD Min Max 
Modal 
Response  
Education 63 4.07 [3.95, 4.19] 0.49 2.57 5 5 
Environment 63 4.50 [4.31, 4.68] 0.72 1.00 5 5 
Human Rights Education 63 4.16  [3.97, 4.35] 0.77 2.22 5 5 
Gender Equality  60 4.31  [4.19, 4.43] 0.45 3.29 5 5 
Democratic Participation 60 4.22  [4.06, 4.38] 0.62 2.86 5 5 
Understanding & Tolerance 60 3.98  [3.83, 4.13]  0.59 2.25 5 5 
Solidarity  61 4.25  [4.10, 4.41] 0.63 2.40 5 5 
Communication 61 4.17  [4.03, 4.31]  0.54 2.67 5 5 
Safety and Security 61 4.45 [4.30, 4.60] 0.59 2.5 5 5 
Conflict Resolution 
Education 61 4.43 
  
[4.31, 4.56]  0.50 3.00 5 5 
Inner Peace 61 4.40  [4.24, 4.56]  0.62 3.00 5 5 
 
*All means are significantly greater than 3 with a p value less than 0.001.  
 
Table 15 demonstrates that all the composite mean scores are above the neutral response 
(3 = Neither Agree or Disagree) on the surveys.  Therefore, I conducted a simple sample t-test to 
determine if the scores were statistically significantly above neutral.  The (Null Hypothesis) H0 is 
that the composite mean scores are neutral (=3) thus indicating that the given theme (Human 
Rights Education, Democratic Participation, etc.) is not present on campus while the Ha 
(Alternative Hypothesis) indicates scores are significantly above neutral (5 = “Strongly Agree”, 
4 = “Agree”) meaning students feel strongly that the theme is present in a positive way on 
campus.  Table 15 indicates that all values tested were statistically significantly above 3. 
Therefore, according to the students there is a presence of environment awareness and 
stewardship, human rights are respected and is being taught, democratic participation is 
honoured, understanding and tolerance is valued, a spirit of solidarity is present, communication 
is open, conflict resolution is practiced, and inner peace is nurtured on campus.  A strong 
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presence of the themes collectively indicates that students were experiencing a culture of peace 
at the Daraja Academy at the time the survey was administered (July 2016).  
A review of the descriptive statistics indicates that the mean is the highest for the section 
on the environment (M = 4.5, SD = 0.72) with the highest reliability (α = 0.91). The section on 
understanding and tolerance has the lowest mean (M = 3.98, SD = 0.59).  It is notable that the 
section on human rights education (HRE) has the highest standard deviation (M = 4.16, SD = 
0.77) indicating a high variation of responses explored in the following section.  
While reviewing the data, I recognized a pattern within themes that included questions on 
values, skills/knowledge, and behavior (gender equality, democratic participation, understanding 
and tolerance, solidarity, communication, conflict resolution, inner peace)xix.  Figure 9 illustrates 
a comparative view of select disaggregated data from these themes revealing a consistent 
decrease in behavior when compared to values and skills/knowledge.  While the survey was not 
designed to conduct a comparison between the values, skills/knowledge, and behaviors of each 
theme, it is recommended to adapt the instrument in the future to allow for this deeper analysis of 




Figure 9. Values, knowledge / skills, behaviors, Culture of Peace Survey, July 2016 
Figure 9 emphasizes that the Daraja Academy community has been successful infusing 
values aligned with a culture of peace within the identity and ecosystem of the school.  However, 
a comparative analysis indicates that while the community values these concepts and students 
gain knowledge and skills to advance them, some may struggle to act or behave in a consistent 
manner.   Recalling the comment from the survey section on solidarity, a student names the 
complexities that exist in trying to achieve a unified campus under societal pressures pushing 
divisions based on ethnicity and tribalism, “we have tribalism within us, the students, but in rare 
occasions do we let the teachers know that” (Student, CoP survey, July 2016).  This student 
courageously raises awareness of the tension that exists between the desire to abide by the shared 
vision and values (ex. Four pillars) of the school and her own internal truth.  Her comment 
suggests a desire to surface this identity-based conflict that remains hidden under the watchful 



















Values, Knowledge/Skills, Behaviors, 
Culture of Peace Survey, July 2016
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the understanding and tolerance theme (M = 3.98), the recommendations are offered in the 
following chapter to address some of the gaps in this educational model promoting peace.  
The following section presents disaggregated for each theme and includes a table of 
descriptive statistics along with a summary of responses to open ended questions to 1) analyze 
and compare responses within a theme to identify strengths and areas for improvement, 2) 
triangulate the data with qualitative findings to identify salient themes, and 3) to explore why 
there may be a high level of variance in a set of questions (i.e. human rights).  Questions have 
been slightly edited in tables to simplify the information.  Any negatively worded questions were 
reverse coded as indicated with an asterisk in the descriptive statistics table.  Student responses 
to open ended were coded either “positive” for affirmative comments or “constructive” for 
comments that would offer critical feedback, suggestions, or critiques.  Emerging sub-themes 
from the open-ended responses are highlighted with select quotes to provide additional context 
and insight into the students’ responses.  Any quote that would identify a student was 
paraphrased to protect anonymity.  Spelling errors and some grammar errors that would detract 
from the intended meaning of the comment were corrected.  
Education.  
The questions in this theme delves into two separate areas, the first is teacher-student 
relationships (Questions 1.1, 1.2, 1.4, 1.7) and the second is the ability to express diverse 
viewpoints as students (Questions 1.3, 1.6), while also learning from diverse viewpoints from the 







Table 16 Culture of Peace Survey: Education 
Culture of Peace Survey: Education 
 
 Variable n M SD Min Max 
1.1 
Relationships between teachers and 
students are based upon mutual respect. 
63 4.25 1.08 1 5 
1.2 Teachers treat students with respect. 63 4.57 0.78 1 5 
1.3 
Different viewpoints are expressed in my 
classes. 
60 3.92 1.27 1 5 
1.4 My knowledge, as a student, is respected. 63 4.33 0.90 1 5 
1.5 
Diversity of viewpoints among the 
teachers. 
57 3.56 1.10 1 5 
1.6 
All students are expected to follow the 
same viewpoints.* 
60 2.80 1.60 1 5 
1.7 
Teachers offer support to help me achieve 
my academic goals. 
63 4.80 0.68 1 5 
*Indicates variable was reverse coded 
 
The questions highlighting the teacher-student relationships maintain a mean of 4.25 or 
above indicating that the students feel the teachers respect and support them which reinforces the 
qualitative findings in part two. In the open-ended section, students expressed positive comments 
(33/40) reflecting that, “you’re free to ask the teacher questions where you don't get it well, as 
well as our education is a bit harder hence require the listening skills, and [sic] our teachers are 
funny” (Student, CoP survey, July 2016). Furthermore, students felt office hours are helpful (2), 
they can ask teachers questions to clarify content (3) and are “always there for you” (Student, 
CoP survey, July 2016).  Similar to the qualitative responses, one student expressed a desire to 
be closer to her teachers as “they are our next parents” (Student, CoP survey, July 2016). 
The mean scores on questions related to the expression of diverse viewpoints (cultural, 
political, religious, tribal, etc.) drops to a range of 2.80 - 3.92 indicating that some students may 
not always feel they are able to share their opinions or learn from diverse opinions from their 
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teachers. Seven students shared comments on diversity with five positive reflections as 
exemplified by one student here: 
education in Daraja is unique on its own ways because students get to interact with 
students from all over the country e.g. I met a Turkana in Daraja for the first time in 
Daraja, in fact I got to socialize with a Muslim in Daraja. (Student, CoP survey, July 
2016) 
Two students offered constructive comments with one recommendation that all opinions should 
be listened to: “It [education at Daraja] is o.k. but with a little more concentration to all students 
point of view and not only one side it can be better” (Student, CoP survey, July 2016).  Raising 
awareness on issues of socio-economic diversity, one student noted it was hard to be reminded of 
her disadvantaged background, “you know it hurts sometimes being reminded of how poor you 
are that’s why you are in Daraja, I don’t deny I was poor but I think encouraging me would have 
been better” (Student, CoP survey, July 2016).  This final comment is a reminder for staff, 
teachers, administrators, and volunteers and to be sensitive about socio-economic diversity and 
cautions against the exploitation of this factor to benefit fundraising or other initiatives to raise 
awareness of the school model.  
Teaching methods.  
While the Daraja Academy abides by the Kenyan 8-4-4 system and emphasizes academic 
excellence based on the KSCE test scores, teachers do have the flexibility to diversify their 
teaching methodology.  Local and international educators are brought to campus to facilitate 
professional development for the teachers to incorporate learner-centered pedagogies (Lattimer 
& Kelly, 2013).  Students were asked on the survey what teaching strategies were utilized in both 
their general education classes (Math, Science, English, etc.) and their W.I.S.H. classes.  A 
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slightly different Likert Scale was used for this section with 5 = “Always”, 4 = “Most of the 
time”, 3= “About half the time”, 2 = “Sometimes”, and 1 = “Never”.  Table 17 provides 
descriptive statistics for teaching methods indicating that general education classes utilize 
discussion most (M = 2.97, SD = 1.06) and art the least often (M = 2.00, SD = 1.11). W.I.S.H. 
classes maintain a higher mean for each teaching method except for discussion indicating more 
learner-centered pedagogy is utilized in this non-tested life-skills course.  Discussion was 
selected as the most often utilized methodology for W.I.S.H. (M = 3.98, SD =1.02).  Similar to 
the general education classes, art was also the least utilized teaching method (M = 2.20, SD = 
1.19).  
Table 17 Culture of Peace Survey: Teaching Methods 
Culture of Peace Survey: Teaching Methods 
 
Variable n M SD Min Max 
 











W.I.S.H.: Lecture 57 2.56 1.15 1 5 
Gen Edu: Discussion 61 2.97 1.06 2 5 
W.I.S.H.: Discussion 60 3.98 1.02 2 5 
Gen Edu: Group Work  61 2.77 1.06 1 5 
W.I.S.H.: Group Work  58 3.64 1.12 2 5 
Gen Edu: Reflection 60 2.82 1.21 1 5 
W.I.S.H.: Reflection 60 3.98 1.19 1 5 
Gen Edu: Student Led  61 2.82 0.96 2 5 
W.I.S.H: Student Led 60 3.52 1.21 1 5 
Gen Edu: Art 59 2.00 1.11 1 5 
W.I.S.H.: Art 60 2.20 1.19 1 5 
 
Illustrating a comparison of the mean for each teaching method further emphasizes the contrast 





Figure 10. Culture of Peace: mean scores for teaching methods 
While five students commented on the beneficial and unique nature of W.I.S.H., several 
students also offered constructive feedback on education in general at the school.  One student’s 
comment offers insight into the impact learner-centered pedagogy may have to create a safe 
environment for diverse views to be shared. “Teachers in W.I.S.H., they don’t only lecture. They 
[are] also eager to hear our viewpoints” (Student, CoP survey, July 2016).  In comparison, two 
students suggested more interactive strategies so students don’t “get bored” and more project-
based learning.  Some students mentioned that there is a high level of pressure to perform 
academically.  One student shared her perception that there is a bias toward one’s “abilities” 
indicating a preferential treatment toward those who excel academically.  Overall, the results 
from this theme reinforce the findings from section two that 1) W.I.S.H. offers an opportunity for 
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some of the pedagogical approaches used in W.I.S.H. to diversify teaching methods employed in 
the general classes.  
Environment and sustainable development.  
 Settled in a rural area outside of the town of Laikipia, the Daraja Academy depends 
greatly on natural resources. The water is piped from the nearby Uwaso Nanyuki River flowing 
from Mt. Kenya, much of the food is sourced from the school garden, and livestock raised on 
campus provides supplemental sustenance for the students’ meals (“Project Kibuku Maji,” n.d.).  
Nearby, natural conservation areas provide students opportunities to visit and learn from local 
efforts to maintain Kenya’s wildlife (Daraja Academy, n.d.).  Results indicate that students are 
gaining the necessary knowledge and skills to make positive environmental choices to live in a 
sustainable manner.  The mean scores for all the questions are above the neutral response of 3 
and range from 4.38 - 4.60 indicating that there is a harmonious relationship between the 
students and their environment.  
Table 18 Culture of Peace Survey: Environment and Sustainable Development 
Culture of Peace Survey: Environment and Sustainable Development 
 
 Variable n M SD Min Max 
5.1 
 
I learn about the environment and sustainable 
development. 
63 4.38 0.89 1 5 
5.2 
I learn knowledge about the environment to 
make responsible decisions. 
63 4.56 0.80 1 5 
5.3 
The Daraja community members behave in 
ways that are environmentally responsible. 
63 4.41 0.82 1 5 
5.4 
I have developed skills to live in a sustainable 
manner in respect of the environment. 
61 4.54 0.81 1 5 
5.5 Daraja is an environmentally friendly school. 63 4.60 0.87 1 5 
 
Student responses in the open-ended questions indicate that most students believe Daraja 
offers a suitable learning environment, environmental awareness is promoted and stewardship is 
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an important aspect of the school (39 out of 43 responses).  Of the positive comments, 16 
referenced Pillar #4 as a key factor in shaping their attitudes and behaviors, “Daraja lives by the 
pillar, EACH DAY LEAVE IT BETTER THAN YOU FOUND IT” (Student, CoP survey, July 
2016).  Similar to findings from section two, students reported that they learn conservation 
strategies and skills to act like stewards of the earth through clubs, picking up trash on campus 
and in the community, planting trees, and by learning farming practices.  One student felt she 
could teach others about “the dangers of environmental pollution”, thus indicating her desire to 
expand her reach to protect scarce natural resources.  
Four students provided constructive feedback to increase efforts to improve air pollution, 
remind students to care for the environment, and dispose of waste such as “sweet sticks” 
properly on campus.  Implementing strategies to address these suggestions and continuing the 
environmental initiatives will ensure the school is in line with UNESCO’s frameworks for 
Education for Sustainable Development (ESD) emphasized in the region (UNESCO Regional 
Office for Eastern Africa, 2017).  Furthermore, as the curriculum reforms unfold in Kenya, steps 
may be taken to further document strategies for ESD at Daraja to align the curriculum with the 
National Goals of Education outlined in the Basic Education Curriculum Framework (2017).  
Goal number eight of the new national curriculum seeks to “Promote positive attitudes towards 
good health and environmental protection…It should promote environmental preservation and 
conservation, including animal welfare, for sustainable development” (Kenya Institute of 
Curriculum Development, 2017, p. 12).  
Human rights education.  
 The right to girls’ education is at the core of the mission of the Daraja Academy.  As 
indicated in section two, once admitted into the school, human rights are emphasized formally in 
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W.I.S.H. classes, displayed through the brightly painted Girls Declaration in the cafeteria, and 
infused into the narrative that these girls are the leaders of change for the future (Field notes, July 
2016).  This section explores knowledge of human rights (Questions 7.1, 7.9) and how to report 
rights violations (Question 7.8), the protection of human rights for self and others (Questions 
7.2*, 7.3*, 7.5*, 7.6*, 7.7), and the value of freedom of expression (7.4).  Negatively worded 
questions, indicated with an asterisk in the Table 19, were reverse coded and the findings 
reported using positive language to reflect this change.   
Table 19 illustrates that the mean score for all the questions are above the neutral 
response of 3 and range from 3.89 - 4.51 indicating that human rights are taught, valued, and 
practiced on the campus environment.  While students reported a high level of knowledge about 
human rights (M = 4.51, SD = 0.82) as demonstrated through familiarity of the UDHR (M = 4.34, 
SD = 0.98), their responses decreased when reporting on the freedom from discrimination for 
themselves (M = 3.94, SD =1.28) and others (M = 3.89, SD = 1.31).  Similarly, students reported 
equal treatment regardless of identity (i.e., language, culture, gender, sexuality, ability, etc.) by 
other students (M = 3.95, SD = 1.29) and by teachers (M = 4.11, SD = 1.32). The higher 
variability when reporting on the treatment of students indicates that some students are 
experiencing both discrimination and unequal treatment.  One student reinforced a comment 
made in the section on education that there is discrimination based on the educational 
performance of the students.  “To some extent, I think Daraja have discrimination in terms of 
educational abilities, greatly forgetting talents, honestly, I believe so” (Student, CoP survey, July 
2016).  While students feel that their rights are respected (M = 4.32, SD = 0.88) as exemplified 
by the value of freedom of speech (M = 4.24, SD = 0.97) the results indicate that a small group of 




Table 19 Culture of Peace Survey: Human Rights Education 
Culture of Peace Survey: Human Rights Education 
 
 Variable  n M SD Min Max 
7.1 I learn about my rights. 63 4.51 0.82 1 5 
7.2 
I have experienced discrimination 
or unfair treatment at Daraja.* 
63 3.94 1.28 1 5 
7.3 
I have witnessed discrimination or 
unfair treatment at Daraja.* 
63 3.89 1.31 1 5 
7.4 
Freedom of speech is valued at 
Daraja.  
62 4.24 0.97 1 5 
7.5 
I have been treated unequally at 
Daraja due to my aspect of my 
identity by Daraja staff / teachers.* 
63 4.11 1.32 1 5 
7.6 
I have been treated unequally at 
Daraja due to my aspect of my 
identity by other students.* 
63 3.95 1.29 1 5 
7.7 
My rights are respected at the 
Daraja. 
62 4.32 0.88 1 5 
7.8 
I know how to report a rights 
violation at Daraja. 
62 4.13 1.00 1 5 
7.9 
I am familiar with the Universal 
Declaration of Human Rights. 
61 4.34 0.98 1 5 
Note. *Indicates variable was reverse coded 
 
In line with the quantitative results in section two, most students responded favorably 
about human rights at Daraja Academy (30/38) with themes emerging that their rights are 
respected (14); there isn’t discrimination (5), people are treated equally (3), the students learn 
about their rights at the school (6) and in history class (1), they can teach other girls about their 
rights (1), and their rights are respected in accordance to the constitution (1).  Some students 
referenced Pillar #3 noting that it offered a guide to their behavior:  
As teachers of Daraja they know how to treat all equally and not looking at the diversity, 
but students when they join Daraja don't know one another and are totally of different 
diversity so we are guided by the 3rd pillar which goes embrace differences treat all with 
dignity and respect. (Student, CoP survey, July 2016) 
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Further illustrating the variability in responses, some students expressed positive feelings 
related to the freedom of expression, “At Daraja Academy everyone is allowed to say her own 
ideas about anything” (Student, CoP survey, July 2016).  Yet, others questioned the ability to 
share their opinion without consequences and advocated for the need to for teachers to listen to 
more than one point of view.  “They should try and listen to what people have to say they should 
not scold a person because of sharing her thought” (Student, CoP survey, July 2016).  These 
results suggest that while human rights are taught and valued, challenges arise for some 
regarding anti-discrimination and practices of equality.  Further reviewing school policies and 
practices to ensure students can exercise their rights fully is recommended to act upon the critical 
feedback offered by these select students. 
Gender equality. 
As an all-girls’ school, gender diversityxx is present in the teaching and administrative 
staff (11 females, 10 males) and within the volunteer community (field notes, 2016).  This 
section includes questions focused on the value of gender equality (Question 9.6) knowledge and 
perceptions of gender equality (Questions 9.1, 9.2, 9.3, 9.4), and behaviors related to gender 
equality (Questions 9.5, 9.7).  The perception of students is that gender equality is valued (M = 
4.51, SD = .061) with all mean scores for each question above the neutral response of 3.  
Students reported that they are learning about gender equality (M = 4.32, SD = 0.84) and 
gaining skills to transfer this knowledge when they return to their communities (M = 4.60, SD = 
0.62).  There is a recognition among the students that issues of gender equality are relative 
according to the cultural context (M = 4.22, SD = 1.13) and that gender equality is inclusive of 
both men and women (M = 4.12, SD = 1.13).  The perception that women and men are treated 
equally on campus appears strong (M = 4.48, SD = 0.70) yet some students acknowledged that 
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gender based discrimination exists.  Recognizing that question 9.7 was reverse coded to indicate 
an absence of gender based discrimination, it remains the lowest mean with the highest variation 
in the set of questions (M = 3.92, SD = 1.58).  
Table 20 Culture of Peace Survey: Gender Equality 
Culture of Peace Survey: Gender Equality 
 
 Variable n M SD Min Max 
9.1 Gender equality is different in different cultures. 59 4.22 1.13 1 5 
9.2 I learn about gender equality at Daraja. 59 4.32 0.84 2 5 
9.3 Gender equality is about men and women. 58 4.12 1.13 1 5 
9.4 
I am learning skills to promote gender equality 
in my home community. 
60 4.60 0.62 2 5 
9.5 At Daraja, men and women are treated equally. 60 4.48 0.70 2 5 
9.6 At Daraja, gender equality is valued. 59 4.51 0.63 3 5 
9.7 
At Daraja, I have experienced discrimination 
based upon my gender.* 
60 3.91 1.58 1 5 
 *Indicates variable was reverse coded 
 
 
Despite the slight dip in the mean score for gender based discrimination, all comments on 
gender equality were positive (36/36).  Reinforcing themes found in section two, results indicate 
that gender equality is valued on campus (21), there is an absence of gender based discrimination 
(7), Daraja is teaching the students about gender equality (4) in W.I.S.H. classes (2), “what a 
man can do a woman can do” (2), and pillar #3 is the reason “there is no discrimination of gender 
equality” (1).  
Recognizing the inhibiting effects of gender-based discrimination, three students 
reflected that Daraja offers an environment free of discrimination which allows them to exercise 
their abilities. “I am being respected and Daraja has been a light for me because it has removed 
me from discrimination based upon my gender and give me education” (Student, CoP survey 
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, July 2016).  Some students pondered the question since the school is mostly female and 
is “90% about [the] Girl child in Daraja”, which led to a suggestion by some that boys also 
should be included when discussing issues of gender equality (3).  
Don't sure [be]cause I have not yet found only female or male being treated special than 
others and boys are not around our school, but we are taught about gender equality. We 
learn W.I.S.H. which only deals with female, but the things we learn can also be 
exercised in the community for both boys and girls. (Student, CoP survey, July 2016) 
The inclusion of the boy child is a sentiment that was also expressed during the pilot study on 
W.I.S.H. and was most poignantly stated here as a call to action: “Daraja Academy should also 
teach girls how to support a boy child” (Student, CoP survey, July 2016).  
Democratic participation. 
 Democracy is a key principle that informs the UNESCO Culture of Peace (“Declaration 
and programme of action on a culture of peace,” 1999) and is among a core component included 
in peace education (Bajaj, 2014; Brenes-Castro, 2004; Jenkins, 2013).  Curriculum that includes 
participatory democracy informs the framework used by UNICEF’s Learning for Peace initiative 
to integrate peacebuilding skills into child-friendly schools (Kagawa & Selby, 2014).  The values 
(Question 11.4) and knowledge about democratic practices (Question 11.1) inform the presence 
of democracy (Question 11.3) through decision making opportunities at Daraja Academy 
(Question 11.2, 11.5, 11.6, 11.7).  Table 21 illustrates that the mean score for all the questions 
are above the neutral response of 3 and range from 3.97 – 4.58 indicating that democratic 
participation by students is both modelled and practiced at Daraja Academy.  As one student 
noted, “Daraja Academy involves the students and the staff among others like subordinate but 
there is no discrimination on matters concerning democratic participation. You can elect, you can 
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suggest and you also can participate in any democratic participation” (Student, CoP survey, July 
2016).  
 According to the students, democratic participation is valued in classroom (M = 4.28, SD 
= 0.74), but it decreases when the question is applied to the general school community (M = 
3.97, SD = 0.90).  Students reported that they learn about democracy and decision making with a 
notably higher mean score (M = 4.58, SD = 0.50) and minimum response of 4.  The acquisition 
of this knowledge is slightly higher than the overall responses to democracy in action.  In 
practice, students felt most strongly that they could participate in their classes (M = 4.50, SD = 
0.77), staff will listen to their concerns (M = 4.15, SD = 1.18), and they can participate in 
decisions directly impacting their lives (M = 4.08, SD = 1.09) and in decision making bodies on 
campus (M = 4.00, SD = 1.19).   
Table 21 Culture of Peace Survey: Democratic Participation 
Culture of Peace Survey: Democratic Participation 
 
 Variable n M SD Min Max 
11.1 
We develop knowledge about 
democracy and decision making. 
60 4.58 0.50 4 5 
11.2 
I can participate in democratic decision 
making about decisions that affect me. 
60 4.08 1.09 1 5 
11.3 
Democratic participation is in the 
general community at the school. 
60 3.97 0.90 2 5 
11.4 
Democratic participation is valued in 
the classroom. 
60 4.28 0.74 2 5 
11.5 I can actively participate in my classes. 60 4.50 0.77 2 5 
11.6 
I can express concerns I have with staff 
who will listen and assist me to address 
my needs. 
60 4.15 1.18 1 5 
11.7 
Students can participate in democratic 
decision making bodies. 




Most students responded favourably (25/31) noting that democracy is actively practiced 
(11) citing examples of student elections (3) and decision making among the student body (3) as 
well as taught through discussion (1).  Several students stated that democracy is valued at Daraja 
(5) and students can freely express their opinions (4).  Students emphasized communication 
skills as detailed in Pillar #3 acknowledging the need to be listened to, “my opinion counts”, and 
the importance of listening to others, “we value each other’s opinion” (Student, CoP survey, July 
2016). Connecting democratic participation to the freedom of expression, one student 
exemplifies her own sense of agency in her comment,  
We believe that we have voices that we should use and we have the right of expression 
and to be listened to and also everyone’s opinion contributes to any decision and so we 
practice democracy. (Student, CoP survey, July 2016) 
Democratic practices are exercised through leadership opportunities as previously discussed; 
however, some students indicated they would like to see a change in how decisions are made in 
the school (7).  Three students indicated the desire for more effective democratic participation 
and power in decision making, “in some situations there is democratic participation to things that 
affect me but in others there isn't any democratic participation” (Student, CoP survey, July 
2016).  An evaluation of where democracy is practiced within the student body may provide 
insight into the spaces students are lacking a sense of agency.  
In response to the ability for students to freely express their needs, two students 
emphasized the desire to do so without consequences and another student offered a reminder that 
information shared with teachers ought to be confidential.  To build a more cohesive community, 
one student suggested more frequent meetings amongst the family tree members, “I believe it 
would be better if there is a family meeting to resolve issues as a whole school and tighten our 
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bond once or twice every term” (Student, CoP survey, July 2016).  The student’s call to be more 
unified can also be linked to the level of understanding and tolerance explored in the next 
section.   
Understanding and tolerance.  
As noted by the author of the initial survey instrument, actions to promote “understanding, 
tolerance, and solidarity” (“Declaration and programme of action on a culture of peace,” 1999, p. 
9) are integral to UNESCO’s framework for a Culture of Peace (Knox Cubbon, 2010b).  Article 
3(m) of the declaration on a Culture of Peace states, “Advancing understanding, tolerance and 
solidarity among all civilizations, peoples and cultures, including towards ethnic, religious and 
linguistic minorities” (“Declaration and programme of action on a culture of peace,” 1999, p. 4).  
As previously mentioned, one of the stated intentions of the Daraja Academy is to bring together 
girls from diverse ethnicities with the intention to create a “mini-Kenya”. Questions were 
adapted from the original survey to ensure conflict sensitivity with one section created on 
“understanding and tolerance” and a following section on “Solidarity (Unity)”.  
Table 22 illustrates that the mean score for all the questions are above the neutral 
response of 3 and range from 3.18 – 4.59 indicating understanding and tolerance is present at the 
Daraja Academy.  Students were asked if the campus community valued diversity in terms of 
culture, ethnicity, and religion (Question 13.7) and if they learned about other cultures (Question 
13.6).   Attitudinal questions included perceptions of understanding (Question 13.1, 13.2) and 
tolerance (Question 13.3, 13.5).  Both positive behaviour was examined (Question 13.4) and 
negative behaviour as exemplified through a general question on harassment (Question 13.8).  
The perceived value of cultural, religious, and ethnic diversity is reported with the 
highest mean (M = 4.58, SD = 0.74) along with knowledge gained of diverse cultures (M = 4.54, 
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SD = 0.62) and a belief that Daraja community members behave in a manner that promotes 
understanding and tolerance of others (M =4.30, SD = 0.77).  Students felt they understood 
others (M= 4.07, SD = 0.92) more than others understood them (M = 3.73, SD = 1.02).  A near 
neutral score was reported for the reverse coded level of tolerance based on identity (M = 3.22, 
SD = 1.50).   Results indicate the students feel there is a slightly higher tolerance of diverse 
viewpoints (M = 3.73, SD = 1.04) with a high variation in responses to the question about 
harassment (reverse coded) (M = 3.53, SD = 1.60).   
Table 22 Culture of Peace Survey: Understanding and Tolerance 
Culture of Peace Survey: Understanding and Tolerance 
 
 Variable n M SD Min Max 
13.1 
I understand the other members of the 
Daraja community. 
60 4.07 0.92 2 5 
13.2 
Other members of the Daraja community 
understand me. 
60 3.73 1.02 1 5 
13.3 
Some members of the Academy are not 
tolerated because of their identity 
(religious, political, tribal, etc.) * 
60 3.22 1.50 1 5 
13.4 
Daraja community members behave in 
ways that promote understanding and 
tolerance of others. 
61 4.30 0.77 2 5 
13.5 
Different viewpoints are tolerated at the 
DA. 
60 3.83 1.04 1 5 
13.6 
I learn about other cultures and 
ethnicities in a positive manner at the 
DA. 
60 4.54 0.62 2 5 
13.7 
Daraja is a space where all cultures, 
ethnicities, and religions are valued and 
welcome. 
61 4.58 0.74 1 5 
13.8 
I have felt harassed in any way by 
members of the DA.* 
61 3.53 1.60 1 5 
*Indicates variable was reverse code 
 
Out of 27 comments, 20 students shared positive reflections stating that understanding is 
valued (5), there is no discrimination (2), opinions can be freely expressed (2), tolerance is 
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valued (3), equality is valued (3), diversity is valued (2) through embracing differences as 
detailed in pillar # 3 (3) and pillar #2 (1).  Positive affirmations exclaiming positive sentiments 
on diversity were expressed by some, “Yes! The most understanding teachers and staffs are 
found in Daraja. They value respect to the old and the young. Discrimination is something that 
was killed and buried by the Daraja community before I knew about it.”  However, it appears 
from the quantitative findings that while understanding and tolerance are both valued, taught, 
and enforced through the pillars, some recognized the difficulty of practicing these values.  
Seven students offered critical feedback that may shed light on the low score regarding 
tolerance.  Some felt diverse viewpoints and opinion need to be more readily accepted without 
consequences, “Everyone in Daraja is listened and understood. But bad viewpoint in Daraja is 
not tolerated” (Student, CoP survey, July 2016). Identity based discrimination was offered as an 
example as to why one student felt that there is a low level of tolerance, “Not in all occasions the 
Daraja Academy members are tolerated because of their identity but some are tolerated, I mean 
that for me is 50-50” (Student, CoP survey, July 2016).  The tension that exists between the 
presence of the value of tolerance and understanding and the practice of these values was 
expressed by 3 students. “Tolerance and understanding is valued in Daraja but not all people 
understand each other” (Student, CoP survey, July 2016).  As the Daraja Academy explores the 
reported levels of understanding and tolerance, it is advised to consider how these values are 
enacted through expressions of solidarity, as explored in the following section.   
Solidarity (unity).  
 Table 23 illustrates that the mean score for all the questions are above the neutral 
response of 3 and range from 4.00 – 4.57 indicating solidarity is valued and expressed among the 
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Daraja Academy community.  The value of solidarity (Question 15.1) was measured along with 
how solidarity was expressed (Question 15.2, 15.3, 15.4) and taught (Question 15.5).  
Students felt most strongly that solidarity is valued within the school community with the 
highest mean score and lowest variability in this theme (M = 4.57, SD = 0.62).  There is evidence 
that Daraja Academy models the value of solidarity through teaching students how to act in unity 
(M = 4.20, SD = 0.95).  Results indicate that the Daraja Academy community behaves in ways 
that promotes solidarity (M = 4.37, SD = 0.69).  However, the mean drops when the question 
shifts to identify the presence of solidarity among students, staff and teachers (M = 4.07, SD = 
0.90) and among the student body (M = 4.00, SD = 1.06).  This may indicate that while students 
value the idea of solidarity, as often expressed in part two as “sisterhood”, some may lack the 
skills to foster this sense of togetherness.  One student reinforced the idea of sisterhood as the 
manifestation of solidarity and demonstrated the ability to address challenges that do arise 
among the students.  “The level of solidarity is high among the Daraja students as we live 
together in sisterhood though sometimes there are some petty issues which we solve by 













Table 23 Culture of Peace Survey: Solidarity 
Culture of Peace Survey: Solidarity 
 
 Variable n M SD Min Max 
15.1 
Solidarity (unity) is valued within the 
Daraja Academy community. 
61 4.57 0.62 2 5 
15.2 
Daraja Academy community members 
behave in ways that promotes solidarity. 
60 4.37 0.69 2 5 
15.3 
There is a high level of solidarity among 
students at the Daraja Academy. 
60 4.00 1.06 1 5 
15.4 
There is a high level of solidarity among 
the members (students, staff, teachers) of 
the Daraja Academy. 
60 4.07 0.90 2 5 
15.5 
We learn how to act in solidarity at the 
Daraja Academy. 
60 4.20 0.95 1 5 
 
Most comments were positive (26/31) with students reporting that unity is valued (17) 
and practiced through team work (2), celebrated through song (2), exemplified through a bond as 
“sisters” and “family” (3), and promoted through the family trees (1). Similarly, solidarity is 
promoted “among students and staff” (2), taught to students through W.I.S.H. (1), and 
exemplified through appreciation of diversity (1).  Students also identified solidarity and unity as 
enablers of peace (4), “Solidarity at Daraja Academy has enable us to live in peace”.  Acting as a 
role model to others, one student acknowledged the ability to influence students and visitors 
through the embodiment of solidarity as a community.   
Daraja promotes solidarity in ways that can even make a very good example of other 
schools coming here to join us in this journey of educating a girl child and uplifting our 
country and make a change in our lives, communities, friends and the whole world. 
(Student, CoP survey, July 2016) 
Four students recognized that solidarity is valued, taught, and encouraged, but feel that it is either 
difficult to attain due to deeply embedded biases or that it has decreased over time. “I will say 
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solidarity was there before but nowadays its fading away starting from family trees moving to 
staff” (Student, CoP survey, July 2016).  While the structure of family trees appears to be 
weakening from the perspective of this student, they also present a critical leverage point where 
the administration can reinforce some of these core values in these smaller sub-communities. 
One student appeared deeply distraught by her reflection on how she felt she failed the teachers 
in their hidden expressions of tribalism.    
In as much as we have been taught how to practice solidarity, we as the students really 
fail the teachers and the school as well for not practicing that, we have tribalism within us 
the students but in rare occasions do we let the teachers know that. (Student, CoP survey, 
July 2016) 
The student’s allegiance to the teachers and the school surfaces the question as to whether the 
students are authentically practicing positive values promoted by the school.  Pillar # 3 states, 
“Embrace differences and treat all with dignity and respect” (“Four pillars,” 2017, para. 6).  This 
pillar offers a foundation for solidarity to be expressed, but what foundation will students rely 
upon when outside of the protective fences of Daraja Academy?  Perhaps a student-led exercise 
examining the intrinsic importance of these values among the student-body would increase the 
level of accountability among the students to adhere to these principles both on and off the 
school campus. 
Communication. 
 Communication skills are included in many frameworks for peace education as a 
nonviolent way to transform conflict through dialogue (Jenkins, 2013), express one’s needs and 
feelings (Reilly, 2013b), and to promote advocacy or policy agendas for positive social change 
(Bajaj, 2014).  Complementary to the process of communication, is the free-flow of information 
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required to increase awareness and make informed decision making.  Qualitative findings 
detailed in part two demonstrate the importance of communication skills in W.I.S.H. classes and 
underscore the importance of students feeling that their voices are heard at Daraja.  
Table 24 illustrates that the mean score for all the questions are above the neutral 
response of 3 and range from 3.13 – 4.64 indicating peaceful and nonviolent communication is 
valued, taught and practiced at the Daraja Academy.  Survey questions emphasized the value 
(Question 17.4), skills (Question 17.2), and behaviors associated with peaceful and nonviolent 
communication (Questions 17.1, 17.3, 17.6).  The original survey section on access to 
information was simplified to one key question and combined with this section on 
communication (Question 17.5).  
The highest mean score for this theme demonstrates that students are gaining 
communication skills (M = 4.64, SD = 0.52) and that nonviolent and peaceful communication is 
valued within the community (M = 4.49, SD = 0.74).  Observations of communication behavior 
from students indicate that members of the whole community communicate peacefully (M = 4.31, 
SD = 0.74) and teachers and staff communicate in a respectful and peaceful manner with students 
(M= 4.21, SD = 0.97).  Responses to the question measuring the ease of communication with 
teachers and the administration drops in this section and is slightly above the neutral score with a 
high level of variability (M = 3.13, SD = 1.63).  Access to information appears to be sufficient 








Table 24 Culture of Peace Survey: Communication 
Culture of Peace Survey: Communication 
 
 Variable n M SD Min Max 
17.1 
Members of the Daraja community 
communicate peacefully. 
61 4.31 0.74 2 5 
17.2 
I develop skills to communicate in a 
nonviolent and peaceful manner. 
61 4.64 0.52 3 5 
17.3 
Teachers and staff communicate with 
students in a peaceful and respectful 
manner. 
61 4.21 0.97 1 5 
17.4 
Daraja values peaceful and nonviolent 
communication. 
61 4.49 0.74 2 5 
17.5 
Information is easily accessible at the 
Daraja. 
61 4.21 0.93 1 5 
17.6 
It is difficult to communicate with 
teachers and administration at Daraja. * 
61 3.13 1.63 1 5 
*Indicates variable was reverse coded.  
 
Comments varied by topic in this section with students offering positive statements about 
Daraja in general or about communication (21), critical feedback about communication (6), and 
neutral statements about access to information (3).  Some students reported that communication 
is valued and “open” (7), helping some to resolve conflicts, “communication is vital for us to 
solve our problems” (Student, CoP survey, July 2016).  Many reflected that staff/teachers are 
accessible (3) and recognized the importance of mentors (2), “I can say teachers are accessible 
and ready to listen to the student regardless of your grades, form. And we also have mentors who 
are the staff members we feel free sharing to” (Student, CoP survey, July 2016).    
Two students offered that communication skills are taught through public speaking and 
ways use one’s voice, “We are taught about our voice and that is what makes us to communicate 
easily with each other” (Student, CoP survey, July 2016).  The remainder of comments in this 
section offered further insight into the low mean score related to communication between 
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teachers/administrators.  Six students reported that it is difficult to communicate with 
teachers/administrators citing reasons that staff/teachers may display an unfavorable mood (2), 
appear busy (1), or that students do not feel comfortable approaching the teacher (1). Teachers 
and administrators can utilize these findings to address some student perceptions that they are 
unavailable.  Daraja staff members may reinforce invitations for students to join them during 
office hours or create intentional open spaces for exchanges such as a principal’s tea, a fireside 
chat with teachers, or a professional coaching session with administrators.  
A sense of neutrality was present in comments related to access to information (3). 
Students reported that they get information from newspapers (2), magazines (1), websites are 
“limited due to given reasons” (1) and from watching the news “sometimes” (1).  Students can 
watch the news every evening and browse the internet during structured times to focus their 
attention on their academics (Administrator, phone interview, November 16, 2017).   
Safety and security.  
As a boarding school, the concept of security was expanded from the original survey to 
include campus security during school sessions and weekends (Questions 19.1, 19.2), while 
students are off campus (19.3), and if students’ basic needs are met (19.4).  Results indicate that 
students feel slightly safer during the week while school is in session (M = 4.69, SD = 0.59) than 
during the weekend (M = 4.56, SD = 0.83).  However, the comparison of perceived safety on 
campus versus off campus (M = 3.77, SD = 1.36) indicates that students do have a sense of 
security while at Daraja. Students indicated that their basic needs are met as this question 






Table 25 Culture of Peace Survey: Safety, Security, and Access to Information 
Culture of Peace Survey: Safety, Security, and Access to Information 
 
 Variable n M SD Min Max 
19.1 
I feel safe at the Daraja Academy 
campus while classes are in session. 
61 4.69 0.59 2 5 
19.2 
I feel safe at the Daraja Academy 
campus during the weekends. 
61 4.56 0.83 1 5 
19.3 I feel safe off campus. 61 3.77 1.36 1 5 
19.4 
My basic needs are met at the Daraja 
Academy (food, shelter, school supplies, 
equipment). 
61 4.77 0.64 1 5 
 
Most comments were positive about security at the Daraja campus (29/32). Twenty 
students reported feeling secure on the Daraja campus and cited reasons including: the security 
guards (2), the electric fence (2), their needs were met (4), they learned “how to protect 
ourselves” (1), they feel at home (5), and two students reflected that Daraja is safer than their 
home environment.  Conversely, students who didn’t feel safe (3) cited reasons that they fear 
“wild animals like snakes”, running outside of the enclosed campus, and “security is not trust 
worthy”.  This later comment is in contrast with other students who reflected on the positive 
contribution the guards offer to the campus, “We have security men at Daraja whom ensures that 
we live in secure place” (Student, CoP survey, July 2016).   
Conflict resolution.  
 Peace education programs often prioritize skills for conflict resolution as part of the core 
competencies and curriculum (Bajaj, 2014; Herrington, 2015; Jenkins, 2013; Urosevich & 
Soetoro-Ng, 2016).  Conflict resolutions skills are a required peacebuilding skill for an 
“inclusive school culture and climate” (Kagawa & Selby, 2014, p. 116) to ensure conflict can be 
addressed and transformed through reconciliation processes within the school .  Table 26 
illustrates that the mean score for all the questions are above the neutral response of 3 and range 
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from 4.03 – 4.63 indicating that nonviolent conflict resolution valued, taught, and resources are 
available for students to resolve conflict with others.  Knowledge (Question 21.1), values 
(Question 21.5), skills (Question 21.2) on conflict resolution are assessed in this section.  Two 
questions on behavior offer a comparison of resources available for students to resolve conflict 
with one another (Question 21.3) or with a teacher or staff member (Question 21.4).  
 Results indicate that students are developing conflict resolution knowledge (M = 4.55, SD 
= 0.62), skills (M = 4.63, SD = 0.58) and nonviolent resolution strategies are valued (M = 4.47, 
SD = 0.77) at Daraja.  Students appear to feel less confident in identifying the proper resources to 
address a conflict with a teacher or staff member (M = 4.03, SD = 1.09) than a fellow student (M 
= 4.47, SD = 0.72).  The latter finding reaffirms the high level of confidence among students to 
resolve conflict through peer-to-peer channels of mediation as indicated in section two.  
Table 26 Culture of Peace Survey: Conflict Resolution Education 
Culture of Peace Survey: Conflict Resolution Education 
 
 Variable n M SD Min Max 
21.1 
I develop knowledge about conflict 
resolution at the Daraja Academy. 
60 4.55 0.62 2 5 
21.2 
I develop skills to resolve conflicts in a 
nonviolent way. 
60 4.63 0.58 2 5 
21.3 
If I encounter a conflict with another 
student, I know who to talk to and I can 
get someone to help me resolve the 
conflict in a peaceful manner. 
60 4.47 0.72 2 5 
21.4 
If I encounter a conflict with a Daraja 
teacher or staff member, I know who to 
talk to and I can get help to resolve the 
conflict in a peaceful manner. 
61 4.03 1.09 1 5 
21.5 
Nonviolent conflict resolution is valued 
at the Daraja Academy. 





Twenty-one out of 22 responses were positive about conflict resolution at Daraja.  
Several students indicated that conflicts are resolved through peer-to-peer mediation (5) and 
cited methods of resolving conflicts through listening (3), working with members of their family 
tree to address the issue (3), using dialogue (1), working with natural helpers (1) and mentors (2) 
in a nonviolent manner (2).  “In Daraja everyone is a leader and so when students have conflicts, 
they can resolve it themselves without holding violence” (Student, CoP survey, July 2016).  One 
student demonstrated that she avoided conflicts and didn’t feel comfortable addressing them with 
Daraja staff.  “Not all occasions do I get in a conflict with a Daraja staff am I able to approach 
someone because I fear and dislike arguments with my elders” (Student, CoP survey, July 2016).  
Additional trust building exercises are recommended to address this student’s concern to 
acknowledge hierarchal cultural norms that may result in the silencing of youth.  Through the 
recognition of embedded power dynamics, students who don’t feel confident approaching the 
elders of Daraja may experience an increased sense of agency to address their concerns.    
Inner peace.  
 While inner peace is not a key component of UNESCO’s Culture of Peace, it is included 
in the other frameworks (i.e. The Flower Model and the Integrated Model of Peace Education) 
used to develop the original instrument (Knox Cubbon, 2010b).  A more recent review of the 
literature indicates that reflective practices are also needed to examine one’s identity and 
increase self-awareness in relation to others (Bajaj, 2014; Jenkins, 2013; Reilly, 2013).   
 Table 27 illustrates that the mean score for all the questions are above the neutral 
response of 3 and range from 4.13 – 4.51 indicating that inner peace is valued, taught, and 
practiced.  The value of inner peace held the highest mean (M = 4.51, SD = 0.65) with a 
minimum score no less than the neutral response of 3.  The results indicate that students are 
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developing knowledge (M = 4.42, SD = 0.70), skills (M = 4.43, SD = 0.75) to foster a good 
understanding of how to find inner peace (M = 4.48, SD = 0.70).  A comparison of the results 
indicates students may require additional time to cultivate practices for personal peace as this 
question resulted in the lowest mean score and most varied response within the theme (M = 4.13, 
SD = 1.13). One student’s comment reinforces this finding, “it’s hard because I don't have 
enough time to be on my own and practice on my inner peace” (Student, CoP survey, July 2016).    
Table 27 Culture of Peace Survey: Inner Peace 
Culture of Peace Survey: Inner Peace 
 
 Variable n M SD Min Max 
23.1 
I have a good understanding of how to 
find peace within myself. 
61 4.48 0.70 2 5 
23.2 Inner peace is valued. 61 4.51 0.65 3 5 
23.3 
I have adequate time for personal peace 
practices in my life at Daraja (ex. prayer, 
mediation, movement, etc.). 
61 4.13 1.13 1 5 
23.4 
I am developing knowledge about inner 
peace. 
60 4.42 0.70 2 5 
23.5 
I am developing skills to create inner 
peace. 
58 4.43 0.75 1 5 
 
Most of the comments were positive with a focus on inner peace and how peace was 
valued at Daraja Academy (19/24), with one (1) neutral comment and four (4) constructive 
comments.  Several students reported that they felt a sense of inner peace (3) and two students 
posited that one must be at inner peace before “campaigning for peace” (2).  Other students cited 
examples that peace is taught through peace clubs (3), a meditation class, and by “learning to 
have inner peace with ourselves”.   According to two students, peace is practiced through 
W.I.S.H. classes, during free time (1) and expressed through, “the love that circulate[s] around 
the compound” (Student, CoP survey, July 2016).   A few students reflected that being at peace 
helps them “understand myself better”, gives a sense of freedom to the student, and is present 
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when there is no tribalism.  Four (4) students suggested that peace is not always prioritized, thus 
requesting more time.  One student offered a suggestion to invite role models for “more 
motivational talks that create inner peace in students” (Student, CoP survey, July 2016).    
Student responses to open ended questions 
The survey concluded with a series of open ended questions.  Responses to questions 
about a Culture of Peace were included in Section 1 of the Qualitative findings.  The first open 
ended question (Question 25) asked if there were any additional comments about the culture at 
Daraja Academy that were not covered in the survey.  Responses varied with a total of 36/41 
positive comments, 3 neutral comments, and 2 constructive comments.  The most salient theme 
emerged from positive comments about the diverse cultures present on campus that create a 
“small Kenya” (14).  Some indicated that the culture of the school embraces (Pillar #3) diversity 
through cultural and traditional forms of cooking (2) and dancing (1).  Furthermore, this presence 
of diversity helps to “bridge the cultural differences”, “brings peace”, and understand one 
another better.  “[The culture at the Daraja Academy] truly values every culture and it treats 
people with dignity” (Student, CoP survey, July 2016).   
Students also expressed a strong sense of belonging through their comments of being a 
part of a “family” or a “sisterhood” (9).  Of these students, 3 referenced the family tree as being 
an effective practice to create this bond.  Students expressed the importance of practicing this 
bond through eating together and offering support to their family members.  “We live according 
to families. This makes it easy to share our problems with one another” (Student, CoP survey, 
July 2016).  However, two students offered some feedback that the culture is changing in an 
undesired direction. “Daraja was doing really well but our culture of peace is lowering each day” 
(Student, CoP survey, July 2016).  In anticipation for comments such as this, the following open-
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ended question was designed to invite students to offer concrete examples on how to improve the 
school.  
Question 26 offered students an opportunity to share anything about the culture at the 
Daraja Academy that they desired to change.  Thirty-two (32/51) comments indicated that the 
students did not desire any change at the school.  “I love Daraja culture and I can’t see anything 
to be changed because there is no discrimination or any other thing that affect me. Daraja have 
[the] best culture” (Student, CoP survey, July 2016).  Another student advocated for the school to 
remain the same, “I think nothing should be changed about Daraja culture because it is unique 
and makes it a peaceful environment to live in” (Student, CoP survey, July 2016).   
Nineteen (19/51) offered suggestions stating that they did desire a change at the school to 
1) see more diversity amongst the teaching staff and inclusion amongst the student-body (5), 2) 
strengthen the family bonds/ sisterhood (3), 3) be more involved in decision making (2), 4) 
improve discipline measures (2), 5) for W.I.S.H. to be facilitated outdoors (1), and 6) to avoid 
reminding students of “where they come from because this disturbs some of the students so 
much” (Student, CoP survey, July 2016).  One student offered her aspiration for the school to 
expand beyond the current model, “I would like Daraja to became an international school to 
accommodate the so many needy girls all over the world” (Student, CoP survey, July 2016).   
While two students shared their desire to promote peace, “To bring in a movement that would go 
to communities around the school by educating them about peace” (Student, CoP survey, July 
2016).   
 When asked how students described their experience at the Daraja Academy to their 
community members back at home (Question 28), many themes already discussed were 
emphasized with an overwhelming positive response.  Fifty (50/52) students commented with 
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positive reflections about the Daraja Academy with two (2) students offering constructive 
feedback. The first theme emerged around the knowledge, skills, and attitudes that they learned 
(14/52) with an emphasis on peacebuilding skills and W.I.S.H.   Five students mentioned the 
ability to live peacefully with others as exemplified by the lack of bullying and discrimination, “I 
have learnt how to live with people in my community peacefully” (Student, CoP survey, July 
2016).  While 3 students reflected on how W.I.S.H. gave them a sense of “empowerment” and 
“courage”.  Noting that this is a unique program, one student emphasized this opportunity should 
not be taken for granted.  “It is so enjoyable and it gives us courage and teaches us to be a 
woman of integrity, strength and hope, but it is so painful to see people misusing it while there is 
somewhere crying for this chance” (Student, CoP survey, July 2016).  Another shared the ripple 
effect of W.I.S.H. through her desire to share this knowledge with her community, “I teach them 
to be a woman of W.I.S.H. and teach other girls to speak out if they have a problem and should 
not discriminate anyone (Student, CoP survey, July 2016).  
The second theme reinforced findings in section two that the Daraja Academy is like a 
home to the students (15/52) through the experienced of love (5) and the appreciation for 
diversity and unity (1) at Daraja.  While four (4) students commented on the unique nature of the 
school with one student stating that she had “never imagined such a school before - it is very 
different from other high schools and it is the safest place to be” (Student, CoP survey, July 
2016).   
Students expressed the importance of learning and supporting the rights of the girl child 
(4), referenced the power of positive thinking (1), and shared their desire to act as change makers 
as a result of attending the school (4), "Daraja has made me an agent of change in many aspect.” 
Two students offered feedback that the culture at Daraja can vary according to the term with one 
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countering notions of the unique nature of the school noting that, “It seems as if we are taking 
more negative turns. We now don't have as much freedom as we once had. Our school now 
resembles any other school in Kenya” (Student, CoP survey, July 2016).   This final comment 
highlights the tension that exists between the overall positive nature of student feedback from the 
survey with the occasional outlier sharing a more critical comment.  This tension and other areas 









The class of 2018 marks the 10th class to be admitted to the Daraja Academy.  Through a 
reflective process, the administrative team recently revised the intended outcomes of the school 
and is currently integrating new monitoring and evaluation systems (Juliet, administrator, phone 
interview, November 16, 2017).  The four newly articulated outcomes are for the students to: 1) 
be university ready, 2) act as agents of change, 3) demonstrate a spirit of independence and self-
reliance, and 4) possess a strong character to be successful in the future.  The findings of this 
research offer Daraja a point of departure for its internal assessment and presents the Culture of 
Peace survey as one possible framework. 
To summarize the findings at the local level, I synthesized quantitative and qualitative 
data to present three strengths of the Daraja Academy model to enhance learners’ ability to act as 
agents of transformation.  Framing Daraja Academy learners as agents of transformation, I shift 
away from “agents of change” and “changemakers” often used in social entrepreneurship 
(Drayton, 2006).  Instead, in conceptualizing the educational experience described by the 
participants, I draw on models of critical pedagogy for peace education (Bajaj & Hantzopoulos, 
2016) that center learners as agents of transformation (Freire, 1970), as well as human rights 
education for transformation (Bajaj, 2011, 2012, 2017) and gender-transformative programming 
(Confortini, 2006; Cornwall & Rivas, 2015; UNICEF, 2016).  This concept of transformation is a 
common theme expanded upon throughout the discussion section.   
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The Venn diagram in Figure 11 illustrates these interconnecting strengths as quality 
scholarship-based secondary education for girls that is gender transformative and is aligned with 
critical peace education.  Included at the base of Figure 11 is a trapezoid shape visually 
representing the supportive elements of the school ecosystem.  Drawing from combined 
standards for education for peacebuilding and child-friendly schools (Kagawa & Selby, 2014), I 
summarized findings on the enabling ecosystem into three categories: safety and security; 
inclusion; and democratic and citizenship education.  The standards identified by Kahawa and 
Selby (2014), complement the Culture of Peace survey framework and center this research 
within current approaches within the field.  The three strengths and their intersecting outcomes 




Figure 11. Daraja Academy model and enabling ecosystem 
Quality education for girls – fostering development of the “whole person”. 
 Daraja Academy was founded to support the fundamental right for all to receive a quality 
education, with a special focus on fulfilling the rights of the girl child.  By increasing access to 
secondary school for some of the most marginalized girls in Kenya, Daraja is one space working 
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to realize this right as defined by international frameworks.  Both qualitative and quantitative 
findings from this research suggest that Daraja Academy is offering quality secondary education 
for girls.  While quality education has been prioritized in national and international agendas, the 
definitions and indicators often vary (Bunyi, 2013).  Both international and national 
interpretations of quality education are briefly presented to consider how the Daraja Academy 
model aligns with contextualized standards of quality education. 
Under the new curriculum reform efforts, the Basic Education Curriculum Framework 
(BECF) (2017) suggests that quality education fosters critical thinking skills from well trained 
and equipped teachers (Kenya Institute of Curriculum Development, 2017).  Aligned with 
regional and international standards, the BECF underscores the importance of the UN 
Sustainable Development Goals.  Specifically, UN SDG 4 articulates quality education as the 
need to, “Ensure inclusive and equitable quality education and promote lifelong learning 
opportunities for all”. The Incheon Declaration and Framework for Action for the 
implementation of Sustainable Development Goal 4 (UNESCO, 2015) supports this effort.  
Adopted by 184 member states, the Incheon Declaration puts forth a new vision for 2030 to 
promote quality education that includes “foundational literacy and numeracy skills” that are 
taught by “qualified” and “motivated” teachers using “appropriate pedagogical approaches…as 
well as the creation of safe, healthy, gender responsive, inclusive and adequately resourced 
environments that facilitate learning”  (UNESCO, 2015, p. 30).  
Participants acknowledged the Daraja model as a comprehensive approach to nurture the 
development of the girl child in a holistic manner.  Teaching to the “whole person” was 
described as the process of nurturing academic and non-academic talents through extra-curricular 
activities.  Considered a top rated secondary school in Nanyuki, findings suggest that the Daraja 
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Academy employs diverse pedagogical strategies and students are supported by their teachers.  
Classroom observations reveal that teachers do, at times, rely on deeply engrained rote learning 
to “teach to the test”.  However, teachers integrate other constructive and child-centered 
approaches to diversify pedagogy and promote critical thinking.  For example, participant 
observations revealed practices including: the Socratic method in a history lesson to draw out 
questions from students; preparation for a hands-on learning project in a science class; and an 
English lesson on writing styles centered on students’ lives (field notes, July 2016).  Furthermore, 
the pre-session dialogues on violent extremism demonstrated the ability for students to critically 
think through an issue, problem-solve, and deconstruct abstract concepts.   
These abilities of problem-posing and critical thinking are also evident in the document 
review and observations of the W.I.S.H.  Through a pedagogy that prioritizes discussion, 
student-led exercises, and reflective practices, learners relate their learning to their personal 
ability to exercise their rights (CoP survey, July 2016).  Freire (1970) posits that learners must 
cultivate a critical consciousness through dialogue that can ultimately lead to action for 
transformation.  
true dialogue cannot exist unless the dialoguers engage in critical thinking – thinking 
which discerns an indivisible solidarity between the world and the people and admits of 
no dichotomy between them – thinking which perceives reality as process, as 
transformation, rather than a static entity – thinking which does not separate itself from 
action, but constantly immerses itself in temporality without fear of the risks involved. 
(Freire, 1970, p. 92) 
Simply stated, the W.I.S.H. program translates into possibility, agency, and action.  W.I.S.H. 
facilitators establish safe spaces as students unveil their reality to recognize a dichotomy of both 
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restricted rights and powerful, innate (and often latent) agency.  Largely cited as the most unique 
feature of the school, learners interchangeably described their identity as both “a Daraja girl” and 
a “woman of W.I.S.H.”.  Participants have embodied the Daraja identity described as a 
courageous and empowered leader, both confident and independent, to act as a conduit of change 
(CoP survey, July 2016).  Other peace education programs have pointed to the need for learners 
to learn the skill of critical thinking coupled with a value of courage to take action (See for 
example, Urosevich & Soetoro-Ng, 2016).   
A Daraja girl is a person who is empowered and responsible in each and everything that 
she is doing and she is also confident, ready to change any challenge that she comes 
across and she is about to tackle it. Due to the class that they usually pass through, which 
is known as W.I.S.H., it has empowered them a lot and that's why you can see most of the 
time, when they counter any challenge, they are able to solve their problems instead of 
taking them to the teacher. They solve their problems ... they solve their problems alone 
(Form 2 student, focus group, July 13, 2016).  
Figure 11 illustrates that gender responsive quality education emphasizing critical thinking 
invites learners to challenge notions of power and inequalities leading to enhanced individual 
and coalitional agency (Bajaj, 2012).  Transforming deeply rooted structural and cultural 
gendered norms requires courage, critical analysis, and agency.  
Gender transformative human rights education. 
 The discourse within international development on issues of women generally revolves 
around narratives that either position women as victims in need of saving (i.e. the White Savior 
complex) or in need of empowerment through enhanced economic or educational opportunities 
(Cronin-Furman et al., 2017).  Similar tensions exist within the field of women, peace, and 
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security.  Some grapple with the idea of biological essentialism (Forcey, 1991) that argue women 
ought to participate in peacebuilding because of their nurturing ethos.  Others lean on a premise 
of inclusion, pointing to statistical analysis that peace processes are likely to last longer with 
women as key influencers at the peace table (O’Reilly, 2015).  To contextualize the idea of 
empowerment, the following definition is offered from an award-winning champion of girls’ 
rights and grassroots organizer from Kenya: 
empowerment is being able to understand yourself; your environment, the resources 
around you, and being able to go for them, just claiming your space and services you 
need…The girls should feel empowered as early as possible, because if they are not 
empowered, if they don't understand themselves, and they don't understand the resources 
around them, then they are not really liberated enough to pursue their life as they are 
supposed to…If girls are empowered, then they are able to speak about issues that affect 
their lives. (Mercy, NGO representative, interview, March 1, 2018) 
Drawing on a localized definition of empowerment and employing a human rights framework to 
discuss gendered issues within this research acts to surpass some of these tensions (Cornwall & 
Rivas, 2015).  
  Through the process of realizing their right to education, students recognized and learned 
about their own rights, and gained communication skills to advocate for these rights.  Attributing 
her increased sense of agency to W.I.S.H., this student reflects on her newfound ability to 
amplify her voice to support others in her community.   
In Daraja, we are taught about W.I.S.H., when you are taught W.I.S.H. you are able to 
stand yourself and say you are interpreted your voice. Now, to me I can change my 
community because I have gone through this program in Daraja and I am able to say this 
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thing should happen, this thing should not happen.  To me, before coming to Daraja I 
could not stand in front of people or talk in front of people; but now, to me I have 
realized now I am able to do that. And, in Daraja, yeah, we are able to do anything here 
because it is our right. (Form 1 student, focus group, July 2016) 
Many students referenced their desire to share their W.I.S.H. lessons with other girls as 
exemplified through the student-created version of the curricula renamed as “T.I.S.H” 
(Teenagers of Integrity, Strength, and Hope) aimed to engage both boys and girls (field notes, 
July 2016).    
Drawing on feminist notions of solidarity, the concept of coalitional agency (Chávez & 
Griffin, 2009) has been applied to human rights education as a method of transformative action 
(Bajaj, 2011, 2012, 2014).  Coalitional agency is exercised when one advocates for the rights of 
others (Bajaj, 2014).  At Daraja, students challenge oppressive norms and structural power 
dynamics as taught through the W.I.S.H. curricula and practiced through the leadership training, 
and community service. Tibbitts (2002) underscores the need for HRE to strategically facilitate 
opportunities for learners to gain leadership skills, create networks of allies through coalition 
building, and enhance one’s “personal empowerment” to promote transformational social change 
(p. 2).  Findings suggest that the Daraja model aligns with the transformative human rights 
education (HRE) approach (Bajaj, 2011, 2017; Tibbitts, 2005; Zembylas, 2011).   
Bajaj (2017) offers a theory of change to explain the essential components of this model 
of transformative HRE.  Bajaj brings together a cosmopolitan ethic with Freire’s concept of 




1. Learners (in formal or nonformal settings) learn about a larger imagined moral 
community where human rights offers a shared language. 
2. Learners question a social or cultural practice that does not fit within the global 
framework. 
3. Learners identify allies (teachers, peers, community activists, NGOs) to amplify their 
voice, along with other strategies for influencing positive social change. (Bajaj, 2017b, 
p. 8)  
Aligned with this theory of change, Daraja girls are learning about their rights, they are afforded 
the opportunity to deconstruct gendered roles inhibiting their rights, and they are part of a 
“family” with a student body of “sisters” nurtured by mentors who support their advocacy 
efforts.  Avenues for advocacy reported by participants include community service, student 
authored blogs and online news articles, and peer-to-peer educational exchanges to share 
W.I.S.H. lessons with neighboring schools (field notes, 2016).   
A gendered lens positions this model of transformative HRE as a gender transformative 
approach through an applied critical consciousness (Freire, 1974) that questions gendered power 
dynamics and works to dismantle these inequalities through agency, advocacy, and action.  
Gender transformative programming moves beyond gender responsive approaches (working to 
mitigate negative effects of gender norms and roles to promote gender equality) and gender-
sensitive approaches (illuminating and addressing inequalities resulting from diverse gender 
identities). As defined here:  
Gender-transformative approaches focus on understanding and transforming entrenched 
norms and practices that produce unequal gender relations within a given context. Such 
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approaches adopt strategies to promote shared power, control of resources and decision 
making as a key programme outcome. (UNICEF, 2016, p. iv) 
As the Venn diagram in Figure 11 illustrates, this gender-transformative HRE model has 
equipped Daraja girls with knowledge and skills to galvanize efforts to advance gender equality 
and challenge gender-based discrimination within their communities.  However, research 
findings illuminate voices of some students who require additional support.  
Survey responses indicated a small number of students experienced or witnessed 
discrimination, were not able to fully participate in democratic processes, and pointed to the 
perception of not being understood by others.  Zembylas (2011) grapples with some of the 
existing tensions that manifest when bringing peace education into environments where learners 
are experiencing rights violations.  Advocating to bridge commonalities within peace and human 
rights education, Zembylas posits, “if educators want a more critical and transformative approach 
to HRE and peace education, then perhaps a values and action-oriented approach, one grounded 
in non-discrimination, equality, solidarity and praxis, could offer a way out of the concerns over 
incompatibility” (2011, p. 577). Recalling that Reardon (1997) suggests human rights education 
ought to be infused within peace education to ground learning through the lived experiences of 
students, I now turn to a discussion of the findings that indicate a presence of critical peace 
education within the Daraja Academy.  Returning to Figure 11, I posit that alongside gender 
transformative HRE, critical peace education is one key of the Daraja model.  
Critical peace education.  
Critical peace education is values based and includes hard skills such as conflict analysis 
and transformation, communication, reflective practices, consensus building, rights based 
advocacy (Reardon, 1997), and systems thinking (Bajaj, 2014; Jenkins, 2013; Reilly, 2013a).   
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Educators ought to embody principles aligned with peace education (Harris, 1990) and maintain 
the ability to recognize oppressive structures in societies and take steps as “critical design 
experts” (Bekerman & Zembylas, 2014) to help learners identify strategies to interrupt this 
oppression.  Critical analysis and reflection are essential ingredients for transformative education 
(Tibbitts, 2005) and critical peace education for social action (Bajaj, 2014).  
Highlighting current manifestations of critical approaches to peace education, Bajaj and 
Hantzopoulos (2016) enumerate ways in which this approach is different from more traditional 
forms of peace education.  According to Bajaj and Hantzopoulos, critical peace education 1) 
furthers the learners’ analysis of violence to recognize and challenge existing power dynamics 
through educational interventions and activism, 2) centers the local reality of the learner in 
curriculum design and through participant-based research methodologies and contextual 
understandings of peace, and 3) positions schools as “potential sites of marginalization and/or 
transformation” (p. 4).  
Findings from this research reinforce conclusions drawn from my previous pilot study 
that identified both implicit and explicit content related to peace education within the W.I.S.H. 
curricula and pedagogy (Zanoni, 2017).  Table 11 in the findings chapter exemplifies this 
connection further by presenting sample W.I.S.H. curricula and highlighting core peacebuilding 
competencies.  W.I.S.H. was conceptualized based on an observation that something was 
“missing” in the core curricula.  Furthermore, students were struggling due to past trauma and/or 
unaddressed structural challenges present in their home communities (field notes, January 2016).  
Through a process of deep reflection, the founding team came up with the descriptive words that 
make up the acronym: “integrity”, “strength”, and “hope” to demonstrate the visible character of 
the girls and as a positive forward-looking vision for their future (field notes, February 2015).   
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Content for W.I.S.H. was designed (and is consistently evolving) using a grounded 
approach to contextualize lessons within the local realities of the students’ lives. As Bajaj and 
Hantzopoulos (2016) articulate, curricula originating as a response to the needs of the learners 
affords a sense of ownership and relevancy (Freire, 1970), thus leading to a greater sense of 
agency and transformation.  Through her research in Kenya, Lauritzen (2016) points to the 
importance of local approaches to peace education that are integrated across the curricula with 
support from strong school leadership.  Findings from research at Daraja identify contextualized 
core peacebuilding competencies are activated on and off the campus through 1) successful peer-
to-peer conflict management strategies, 2) the peace and grassroots clubs, and 3) the compulsory 
community service component.  
Qualitative and quantitative data indicate that there are clearly defined policies and 
practices encouraging peer-to-peer conflict management strategies at Daraja.  Students reflected 
that conflicts rarely requires intervention from administrators.  While a positive indication that 
students possess the knowledge and skills needed for conflict transformation, this finding may 
also demonstrate the need for teachers and administrators to listen and observe closely to 
recognize latent tensions within the student-body.  In line with recommendations made by Dawo 
and Wagah (2011), school leadership may benefit from training on conflict sensitive education 
(INEE, 2013b) to improve their skills in assessing students’ response to rising conflict due to the 
2017 contested presidential elections (Kagawa & Selby, 2014).  
Educational spaces geared toward enhancing agency for transformative action require 
outlets for students to exercise this agency and reflect on their actions (Freire, 1970; Tibbitts, 
2005).  Connecting the learner to the community to broaden the circle of impact to the societal 
level is an integral component of the Daraja model.  Peace clubs and community service 
  
188 
activities are two examples where students are practicing their civic agency.  The Daraja Peace 
and Grassroots clubs rose out of student interest; thus, they are a direct outcome of students’ 
ability to exercise their agency.  Similarly, the intended outcomes articulated in the Amani Club 
goals demonstrate the potential of transformative learning and action.   
Amani Clubs are expected to provide young people with avenues to confront ethnicity, in 
a targeted way, and plant seeds of appreciation of diversity and tolerance by enabling 
students to learn to co-exist harmoniously despite their ethnic, racial or religious 
differences…The clubs will also empower its members to, among other things, promote 
peace in their day to day lives through words and actions; deal with life’s challenges 
peacefully; and become responsible citizens. (National Cohesion and Integration 
Commission & MoEST, 2014, p. 4) 
Students referenced examples of community service such as “educational campaigns” to share 
knowledge with other youth (girls, in particular) “regardless of their tribes”, environmental 
awareness efforts, health campaigns, and as a way to “brainstorm on how to create peace in our 
community and in ourselves as members of our community” (Form 4 student, focus group, July 
12, 2016).  Students complete their community service during their school breaks and upon 
returning to the campus, they are required to turn in a log of their hours along with a reflection 
(Juliet, administrator, interview, November 16, 2017).  As a core part of the Daraja model, 
community service enables students to utilize their knowledge and reflect on their actions to 
address both structural and cultural forms of violence through their service.  
Findings also indicate that student-teacher relationships are strengthened through 
W.I.S.H.  Furthermore, female teachers acting as W.I.S.H. facilitators, engage in critical 
pedagogy aligned with principles for peace education (Harris, 1990).  Survey results and 
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observations reveal that W.I.S.H. facilitators engage in critical pedagogy (i.e. discussion, group 
work, reflective exercises, student-led activities, and art) more often than in general classes 
(Figure 10).  However, W.I.S.H. facilitators would benefit from formal training on conflict 
management, peace studies, and critical pedagogy for transformative action to enhance the 
learners’ experience.  Even without participating in this recommended specialized training, 
W.I.S.H. facilitators have expressed a significant impact from both learning and facilitating the 
W.I.S.H. content (personal communication and interviews with W.I.S.H. facilitators, 2016).  
Table 11 describes some of the core peacebuilding competencies W.I.S.H. facilitators 
integrate into their lessons: deconstructing identity politics, gender analysis, individual agency, 
and human rights.  As previously noted, W.I.S.H. facilitators do not traditionally receive 
additional training to teach this content; however, I would argue that they would be considered 
“critical design experts” (Bekerman & Zembylas, 2012, 2014). Bekerman and Zembylas offer 
this understanding: 
Critical design experts are literate about the world they inhabit and how it is constructed 
as to be able, if they wish, to change it – and realizing that change is also a product of 
practice as much as the thing that needs to be changed. (Bekerman & Zembylas, 2012, p. 
187) 
Many female teachers reflected on how they had similar experiences and challenges to those 
youth face today in Kenya. Male participants also demonstrated a deeply reflective gendered 
understanding of challenges to peace in their responses.  The following reflection from a female 
teacher demonstrates the possibility of transformation exists for both students and teachers at the 
Daraja Academy.  
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We do a lot of things different from other schools, and as a teacher at Daraja I feel like a 
different teacher [sic]. The interaction with the students, what I teach, the W.I.S.H. 
classes and all of that makes me feel like I am a different teacher, in a different special 
school and I feel that. [sic] We are doing a lot of things to transform these young people 
from what they are, what we want them to be in society; leaders, peacemakers, change 
makers. (Martha, teacher, interview, July 13, 2016) 
The following section describes elements within the school ecosystem acting to enable education 
for peacebuilding and transformative action.  
The enabling foundation (ecosystem).  
Figure 12 illustrates the composite mean score for each theme of the Culture of Peace 
survey administered to the Daraja Academy students (Forms 1-4) in July of 2016 (n = 63).  As 
discussed in the findings section, composite scores for each theme were above the neutral 
response of 3.  These findings suggest that the school culture aligns with UNESCO’s framework 
for a Culture of Peace, provides space to students to cultivate a personal sense of inner peace, 





Figure 12. Composite scores for Culture of Peace survey, July 2016. 
Ultimately, the Daraja Academy is not only achieving academic excellence, but also acting as a 
responsive platform for young women in Kenya to learn the skills, knowledge, and actions to 
promote positive social change in their communities.  Triangulation of the survey findings with 
participant interviews and observation revealed an enabling environment to support education for 
peacebuilding and transformative action in three distinct ways as illustrated in Figure 11: 1) 
Safety and security in both the physical environment and the socio-emotional wellbeing of the 
students, 2) Practices of diversity and inclusion creating a socially cohesive community, and 3) 
democratic and citizenship education.  
Participants pointed to various elements within the school ecosystem that allowed them to 
feel safe and secure both physically and socio-emotionally.  As already noted, the school is 
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advancing a model of gender-transformative human rights education which inherently requires a 
gender sensitive and responsive staff.  The socio-emotional needs of the students are addressed 
through the mentorship program, the peer-to-peer natural helpers program, and the school 
counselor.  While Daraja girls are required to care for their environment, they are not 
overburdened by their chores as may be the case in their home environments due to the gendered 
norms that place girls in charge of household responsibilities.  Relying on the safe environment 
provided by the security guards and protective boundaries, students are able to focus on their 
studies.  Furthermore, students expressed that the scholarship provided along with having their 
basic needs met at the school allowed them to release some of the economic stressors felt at 
home.  Finally, environmentally sustainable practices are an integral component of the school.  
Modeling practices of conservation, sustainable agriculture, and environmental stewardship, the 
school relies heavily on the surrounding ecosystem in a responsible manner.  
The second distinct way the enabling ecosystem supports the development of the learners 
is through policies and practices of diversity and inclusion.  Aiming to create a “mini-Kenya” 
through their selection process, the Daraja Academy has crafted ways to promote unity through 
the family trees, a sense of sisterhood, values promoting diversity, and through conflict 
management strategies.  Programs that bring diverse populations together often rely on Gordon 
Allport’s (1954) contact hypothesis that posit a positive correlation between increased contact 
between two diverse groups and increased understanding of one another.  Bekerman and 
Zembylas (2012) summarize the various factors contact hypothesis may hinge upon to be 
successful.  “In-group” and “out-group” members must participate in frequent interactions, the 
composition of the group ratio of those considered “in-group” and “out-group” members must be 
equitable, group members should enjoy equal social status, and there ought to be a common 
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objective within the group to organize their efforts in a collective manner (Bekerman & 
Zembylas, 2012, p. 46).  Similarly, peacebuilders have focused their attention on the need to 
build social cohesion, a term adopted by some educators in lieu of the potentially sensitive term, 
“peace” (UNICEF, 2016).  
Social cohesion refers to two broader intertwined features of society: (1) the absence of 
latent conflict whether in the form of income/wealth inequality; racial/ethnic tensions; 
disparities in political participation; or other forms of polarization; and (2) the presence 
of strong social bonds-measured by levels of trust and norms of reciprocity; the 
abundance of associations that bridge social divisions (civic society) and the presence of 
institutions of conflict management, e.g., responsive democracy, an independent 
judiciary, and an independent media. (Berkman and Kawachi (2000) as cited in Colletta 
& Cullen, 2000, p. 4) 
Findings from this research posit that the culture at the Daraja Academy is not only inclusive, but 
socially cohesive.  I do not intend to dismiss the participants’ requests from the survey responses 
to promote cultural understanding and awareness, enforce practices to address discrimination, 
and surface feelings of tribalism among the student body to proactively address these tensions.  
These issues are more fully addressed in the recommendations section.  However, the majority of 
the responses contend that there is a strong culture of care and respect within the “sisterhood” 
that embodies values steeped in gender equality, solidarity, and positive communication.  While 
recognizing that the Daraja Academy has room for improvement, it can be argued that the model 
leans on a pluralistic approach to appreciate diversity and supports the contact hypothesis 
(Allport, 1954) whereby there is an increased understanding among students of diverse ethnic 
and tribal identities.  To further strengthen this model, the school may explore approaches 
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aligned with critical multiculturalism to confront ethnic divides and perceived discrimination and 
address challenges identified by participants (Niens, 2009). 
 Participatory democratic and citizenship education informs the third distinct component 
of the enabling school ecosystem.  Democratic education to protect human dignity and 
citizenship education to advance civic agency are both common core capacities of peace 
education curricula (Bajaj, 2014; Jenkins, 2013; Murphy, Pettis, & Wray, 2016; Reilly, 2013a) 
Through her research at one school in the United States, Hantzopoulos (2011) demonstrates the 
transformative potential of a school that invites students to participate in a democratic manner 
through creating community and the opportunity to openly exchange ideas.  Furthermore, she 
offers a reminder of the need to create school sites that are “inclusive, participatory, and 
democratic” (p. 228) and to embrace critical pedagogy (dialogue, problem-posing, and reflective 
praxis) to promote the development of a critical consciousness (Freire, 1974) among the learners.  
 Research findings indicate that democratic and citizenship education are both modeled 
and practiced at Daraja through non-violent communication, human rights advocacy, and civic 
participation.  Students benefit from leadership opportunities within student governance, the 
family tree that positions Form 4 students as the elders, and through W.I.S.H. curricula that 
instills assertive communication and decision-making skills.  Civic agency is encouraged through 
Pillar number four, “Every day, leave it better than you found it” (“Four pillars,” 2017) and 
practiced through school clubs and community service. These competencies are also deeply 
embedded in the Education Sector Policy on Peace Education (2014) to establish a strong and 
cohesive foundation of youth to uphold the values of the Kenyan Constitution (2010).  
Peace Education Programme and Policy 
Linkages: From the local to the national and back. 
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This vertical case study explores how peace education is conceptualized in Kenya 
through the national MoEST Peace Education Program (2008-2017) and at one local all girls’ 
school, the Daraja Academy.  Peacebuilders recognize the need to take a systems approach 
across all sectors to address direct and latent forms of conflict masked in cultural norms or 
systemic oppression (Greenberg et al., 2012; Lederach, 2012).  Gaining a vantage point to 
consider the macro, meso, and micro level peacebuilding interventions within educational spaces 
can strengthen the ability to transfer the knowledge, skills, and attitudes needed for future 
peacebuilders to prevent violence and advance peace processes (Herrington, 2015; Lederach, 
2012).  As peacebuilder John Paul Lederach reflects, “peace processes unfold simultaneously at 
multiple levels of society, requiring a systemic view of complexity and change” (Lederach, 2012, 
p. 9).  Figure 13 highlights key linkages among various levels activating and reinforcing positive 





Figure 13. Interconnecting levels and policy discourse on Peace Education in Kenya 
Figure 13 brings the local level (Daraja Academy), regional (ADEA, AU), national (GoK 
Ministry of Education), and international (INGOs, UN agencies, regional networks) into 
conversation with one anotherxxi to 1) highlight key moments of vertical and horizontal influence 
that occurred over time (2008-2018) across the inter-national, national, and local levels, 2) 
examine how these levels have influenced and/or supported one another to advance peace 
education, and 3) offer recommendations to the MoEST based on one local model aligned with 
critical peace education. Gender-responsive suggestions are integrated into the recommendations 
section to influence future curricula initiatives of the MoEST and current curriculum reforms 
efforts.    
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Figure 13 highlights dominant policy discourse on the far right of the illustration.  
Policies that enabled normative frameworks (i.e. peace and security, quality education, and 
sustainable development) and mobilized resources to prioritize peace education are featured.  
The local level (i.e. the Daraja Academy) is situated at the base of the figure with a bi-directional 
arrow linking to these dominant polices.  This arrow represents a post-colonial feminist approach 
to de-center the state (Vavrus & Bartlett, 2009) and listen to voices on the “ground”.  Through a 
close examination of the Daraja model, lessons learned can rise to the “top” as a corrective 
action to address gaps in international policy and national PEP curriculum.  While it is critical 
for the “top” officials narrating dominant discourses on policy to listen to the local level, it is 
also crucial for community organizers to have the capacity to “translate” these policies and 
frameworks into the local vernacular (Merry, 2006).  Thus, the bi-directional flow of 
communication must be strengthened through alliance building mechanisms to bring the local 
and inter-national stakeholders together in a more frequent and mutually beneficial manner.  
Capturing moments of vertical and horizontal influence.  
 National level interventions viewed over time in figure 13 demonstrate the Ministry’s 
efforts to advance peace education into more spaces and embed peacebuilding competencies into 
the current curriculum reform (Kenya Institute of Curriculum Development, 2017).  The 
international level (through U.N. agencies) has mostly acted to reinforce and learn from this 
national initiative.  However, bi-directional arrows are drawn between ADEA and the GoK 
MoEST to highlight the mutually beneficial relationship between these two actors.  While Kenya 
served as the lead government of the ICQN-PE, its PEP program and Policy (2014) both received 
support from the ADEA (ADEA, 2014) and provided guidance to the regional policy network 
(Ministry of Education Science and Technology, 2014).  During the Naivasha Workshop, Kenya 
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was among the featured governments to share best practices and challenges and one of three 
countries recognized as advancing the farthest in institutionalizing peace education. “Kenya has 
done comparatively well, with key legal, policy, and sector instruments, including the 
Constitution 2010 and Vision 2030, speaking to peace building” (Mandi, 2012, p. 12). Moving 
from the international to the national level, I now discuss the ways in which national momentum 
has grown to advance peace education as both a reactive and preventative peacebuilding measure 
in the country.  
Arrows in figure 13 within the National level indicate the ways in which the PEP and 
Policy (2014) gained momentum and built upon existing strengths of collaborating government 
agencies and organizations over time.  As a national initiative, the MoEST PEP and Policy 
(2014) became institutionalized as an emergency response to the 2007-08 PEV (Lauritzen, 
2016).  Scholars have positioned this historical narrative as a challenge (Smith et al., 2016), 
citing a lack of clear language in the Policy indicating the preventative intent of the educational 
intervention (Lauritzen, 2016).  However, I posit that while the PEP (Republic of Kenya MoE, 
2008) and Policy (2014) were initiated as an emergency response, through a sustained discourse 
and dedicated resources, the MoEST is working within a coordinated preventative peacebuilding 
approach.  Furthermore, looking back to reflect on key stakeholders, it is apparent that the 
MoEST has built strong consensus among diverse national government (ex. National Cohesion 
and Integration Commission) and non-governmental organizations (ex. Arigatou International 
and Lifeskills Promoters).  The Policy (2014) includes explicit language to encourage cross-
collaborative networks, and the long-term partnership with Arigatou International and recent 
partnership with Lifeskills Promoters (Lifeskills Promoters, 2017b) exemplify this collaboration. 
Figure 13 demonstrates that the national level efforts to advance peace education as a 
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peacebuilding approach are both reactive and preventative, coordinated across multiple sectors, 
and draw on the strengths of partnering organizations.  Through this coordinated and inclusive 
approach, the Ministry of Education has successfully integrated key peacebuilding concepts into 
the curriculum reform efforts.   
 The Daraja Academy, like all schools in Kenya, must implement mandates from the 
MoEST and is currently assessing the curriculum reform documents released from the Ministry 
(Juliet, administrator, phone interview, November 16, 2017).  In the early years of the Daraja 
Academy, the MoEST re-enforced their mandate for Life Skills to be integrated into schools 
across Kenya (Juliet, administrator, phone interview, November 16, 2017).  In response, the 
Daraja administration presented the W.I.S.H. program to the district level representative to 
request the use of this community-based, contextualized curricula to satisfy the requirements of 
the MoEST LifeSkills syllabi (Republic of Kenya - Ministry of Education, 2008).  (Rose, 
administrator, phone interview October 5, 2017).  The district representative approved the 
curricula, thus allowing Daraja to continue W.I.S.H.  While this is one example of how the 
national level policies influenced the Daraja model, it wasn’t until years later that the reverse 
occurred.  As visibility of the Daraja model increased through public awareness campaigns, 
Ministry quality assurance visits, and through a meeting with Daraja administrators and I to 
discuss the PEP and Policy (2014), Daraja came into sharper focus within the Ministry.  The 
following discussion details a few exemplary linkages between the national and local level that 
influenced action on the individual and local levels.  
When prompted about the interactions between the Ministry and the Daraja Academy, 
administrators pointed to the quality assurance assessment as a key moment in time that triggered 
interest of the Daraja model. One administrator recalls,  
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In one of the school inspections that visit from the ministry, we said, "we have this club, 
we have a peace club, we have this and that club, we have grassroots" and they said, "oh, 
really, this is the first school that has a peace club”! And [sic] they called one another, 
"Oh! Come and hear this!", it was a big piece, I think, they had gone to very many 
schools and none had the peace club. (Ashura, administrator, interview, July 12, 2016)  
One MoEST representative also heard about the Daraja Academy through a nationally televised 
program, Kumbamba, that featured the work of the campus (personal communication, June 29, 
2015).  Through this increased awareness of the Daraja Academy along with my personal 
outreach efforts brokered through my peacebuilding network, I secured meetings with key 
officials to learn more about the efforts to advance peace education.  In January of 2016, 
UNESCO, MoEST and NCIC officials agreed to speak to me to discuss the PEP and Policy and 
listen to my initial findings of the pilot study conducted at the Daraja Academy.  Practicing an 
inclusive and collaborative research methodology, I invited representatives from the Daraja 
Academy to join the meetings.  Our discussions strengthened the relationship between the 
MoEST and the Daraja Academy (Rose, administrator, Skype interview, October 5, 2017).  In 
2016, the MoEST invited Daraja administrators to present at a curriculum reform workshop 
focused on mentorship along with other top-rated schools in the country. While focused on 
mentorship, the workshop included other key areas.  According to one administrator, 
The matrix [of the workshop] was to bring in things like mentorship, character, 
citizenship, education for sustainable development, and to bring in non-formal programs 
that support the life of students. And, again, we had some competencies that we had to 
factor in so with that guidance then, we had to make sure that whatever suggestions we 
are making were captured [sic]. Life skills was a big one, to make sure that the education 
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that will be in schools is really for character and it’s addressing the issues that are in 
Kenya and they are trying not to be too examination focused. (Rose, administrator, Skype 
interview, October 5, 2017) 
Some suggestions from this workshop have been included into the curriculum reform initiatives 
and are currently being piloted in schools.  Another example of a linkage between the national 
and local levels featured in Figure 13 is through the work and advocacy of Woman PeaceMaker, 
Alice Nderitu.  
 Woman PeaceMaker, Alice Nderitu is highlighted as a key influencer both horizontally 
based on her 2014 visit to Daraja and vertically due to the significant impact she had on the 
students.  As former National Cohesion and Integration Commissioner, Ms. Nderitu galvanized 
students to act as peacebuilders in their own communities and led some students to initiate a 
peace club that continues to thrive today (Doherty, 2014).  Ms. Nderitu also spent time listening 
to the future aspirations of two Daraja alumnae selected as student delegates to attend the Violent 
Extremism Dialogue in Nairobi (field notes, July 2016).  One of the delegates who also founded 
the Peace Club was particularly keen to learn about ways to pursue the field of peacebuilding and 
follow in Ms. Nderitu’s footsteps.  She is currently attending a university studying Peace and 
Conflict which is “exactly what my heart wanted” (personal communication, September 12, 
2017).  This exchange with a celebrated and honored peacemaker illuminated pathways for 
young girls to pursue a career to build peace. Daraja delegate offers this reflection on the 
important role Ms. Nderitu played in pursuing her goals,  
She made me understand my role in peacebuilding. She also inspired me to know that 
peacemakers are just ordinary people like me and that I had a role to play especially as a 
woman. (Daraja alumna, personal communication, January 31, 2018) 
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Ms. Nderitu continues to promote unity in her country with her recently published 
teachers’ manual, Beyond Ethnicism: Exploring Ethnic and Racial Diversity for Educators 
(Nderitu, 2015).  Approved by the Kenyan Institute of Curriculum Development and the 
Ministry of Education, the manual promotes diversity as “a source of identity as part of a single 
Kenyan nation” (“Profiles in prevention: Alice Nderitu,” n.d., para. 33).  With a strong belief in 
the possibility of education to promote a pluralistic ethic, Ms. Nderitu wrote this manual “to 
arrest the moment in time when a child develops hateful tendencies towards other ethnic and 
religious communities and help them to instead influence her or him in a positive manner” 
(“Profiles in prevention: Alice Nderitu,” n.d., para. 34).   
Indeed, the powerful influence of Ms. Alice Nderitu instills a sense of hope through her 
skilled ability to engage in a vertical integrated approach to peacebuilding (Kamatsiko, 2015; 
Lederach, 2012; McCandless, Abitbol, & Donais, 2015).  Simply stated, vertical integration 
describes the ability for peacebuilding actors, such as Ms. Nderitu, to move in a fluid manner 
between the local, national, and international levels to broker connections and identify ripe 
opportunities to advance peace efforts.  McCandless, Abitol, and Donais (2015) describe the 
complexities of this process advanced by the work of Collaborative Learning Projects (CDA) 
Reflecting on Peace Practice programme. 
(vertical) integration of local-level and national-level peace efforts (and the ideas in 
which they are rooted) requires that interveners develop better analytical tools to 
understand and respond, where appropriate, to local–national interactions. Constructive 
linkages across levels, as they suggest, don’t emerge organically but must be ‘consciously 
planned’. Furthermore, effective vertical integration entails the development of 
relationships of trust and support with ‘Key People’, i.e. those who can act as bridges or 
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connectors across different levels, constituencies and even discourses within the larger 
conflict. (p. 4-5) 
Recognizing that this is a skill that may be fostered, training can be conducted with educators 
and peacebuilders to develop the “vertical capacity” that refers to the process of “relationship 
building across levels of leadership, authority, and responsibility within a society or system, from 
the grassroots to the highest leaders” (Caritas Internationalis, 2002, p. 151).  Leadership training 
at local and national levels is recommended to instill both a value of vertical and horizontal 
capacity among educators for peace.  
In conclusion, Figure 13 illuminates some of the interconnecting processes that enabled 
peace education to manifest as one method of intervention against various forms of violence in 
Kenya.  Daraja Academy, a local school, has proven to be a responsive platform to direct, 
structural and cultural forms of violence experienced by the learners.  Both the PEP and Daraja 
Academy are emerging models of peace education.  By maintaining a macro perspective on how 
these actors engage on multiple levels to galvanize peace education, others may benefit and draw 
from their vertically integrated peacebuilding approaches. Furthermore, I posit that actors 
working to activate the Peace Education Policy (2014) in more spaces would benefit from 
strengths and challenges within the Daraja model highlighted through this research. The 
following section details recommendations that both the Daraja Academy and the national level 
policymakers may consider in educational programming for peace.  
 RECOMMENDATIONS 
Introduction  
 Critical to the analysis on peace education in Kenya is the process of recognizing the 
complexities that exist – both systemically and ideologically – that have shaped educational 
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policy and practice in this post-colonial context. Acknowledging and questioning some of these 
overt and subtle ideologies influencing the discourse and action of peace education in Kenya acts 
to recognize these tensions when advancing education for peacebuilding.  Ideologies that 
surfaced in this research include patriarchal norms leading to evidence of gender-based 
discrimination, a neoliberalist legacy that has led to donor dependency and donor-driven agendas, 
and traces of neocolonialism whereby in some instances western knowledge was privileged over 
local epistemologies in both national and local level curriculum.  The question then becomes, 
how can peace education programming and training incorporate content and opportunities for 
critical analysis to examine some of these structurally reinforced, yet subtle ideologies?   
While this question is beyond the scope of this research, it is one that requires further 
investigation.  However, in acknowledging the often-subtle forces of patriarchy, neoliberalism, 
and neocolonialism, I offer recommendations that are steeped in local wisdom and highlight 
existing resources and experts in Kenya advancing grassroots approaches to peace.  As a scholar-
practitioner, I must also acknowledge my own role as an outsider to this context and question 
what liberal notions within peace education I have adhered to that are possibly not in line with 
local wisdom within Kenyan civil society.  Questions raised by scholars such as, “How are 
liberal values and norms re-negotiated within postcolonial societies” (Datzberger, 2016, p. 8) and 
“Beyond development, what?” (Esteva & Prakash, 1998) remind us to reflect, reignite our 
imaginations, and consider both the impact of and alternatives to these often-entrenched 
ideologies. 
Recognizing that I am not only an investigator of these ideologies, but also an active 
agent being influenced by these frameworks, I must also undergo a reflective process to discover 
my own subconscious consumption and integration of these ideas in my research.  To this end, I 
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present a transparent reflection as an outsider to the Kenyan context to expose three possibilities 
for potential bias in this work as one way to dismantle power dynamics that exist within 
“insider/outsider” research.  1) Researcher identity: As an outsider to the context, I carry legacies 
of white colonial histories deeply embedded in the lived experiences of Kenyan residents.  
Biased student self-reporting in response to my “outsider” identity may have occurred despite 
my attempts to develop a reciprocal trusting relationship with the Daraja community.  2) 
“Preacher of peace”: During my third site visit (July 2016), several students approached to ask, 
“do you come to preach peace?” (field notes, July 2016).  While I had interacted with students 
and teachers during previous visits, I was surprised by the explicit description that not only 
aligned “peace” with my identity, but painted me as a preacher proselytizing peace.  Recognizing 
this, perhaps some participants tailored their responses to fit the “religion of peace”. 3) 
Dependency syndrome: Finally, students may have responded in a biased manner due to the 
power dynamic that exists simply by the fact that they are benefiting from a scholarship-based 
education. Not wanting to cause harm to the school, some participants may have silenced their 
critiques in respect for the donors who fund their education and to protect the reputation of the 
school.   
Through the process of naming these complexities, I hope to create dialogue around some 
of these power dynamics.  In doing so, my methodology rests on the conviction that research 
must either include participants through participatory based methodology and/or return to the 
participants in a responsible, transparent and meaningful manner.  To this end, a full report was 
submitted to the administrative team and founders (n=7) on October 20, 2017 and a follow-up 
Skype call was facilitated on November 30, 2017 with members of the team (n=6) to review the 
findings, receive feedback, and discuss next steps.xxii  In preparation for the team meeting, I 
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spoke with the founder of the school on two different occasions to respond to any initial 
questions and co-design semi-structured questions for the administrative team to consider.xxiii 
Overall, the administrative felt the students demonstrated a strong understanding of the 
systems at Daraja and their feedback was thoughtful, honest and constructive.  While most 
responses were positive, the administrative team insisted on the need to reflect on constructive 
comments.  One administrator noted, “there are 1-2 girls speaking honestly and we need to listen 
to that” (Juliet, administrator, phone interview, November 16, 2017).  These voices present an 
opportunity to examine power dynamics within the campus, negative social and cultural 
influences reproduced within the school ecosystem (Giroux, 1983), and systemic challenges 
students identified.  Another administrator expressed a common willingness among the group to 
explore ways to address students’ concerns, “I think this survey has given us a feel that we are 
doing okay, but we still have room for improvement” (Regina, administrator, focus group, 
November 30, 2017).  With the school currently undergoing an internal assessment, the Culture 
of Peace framework may be a useful tool to shape this process. “[The survey] is going back to 
the roots because overtime we have diluted that “Darajaism” and we are bringing it down. [sic] 
The Culture of Peace will help define what we want for Daraja, let’s plan for many informal and 
formal talks about what Daraja is meant to be” (Rose, administrator, focus group, November 30, 
2017).  The administrators demonstrate an open attitude presenting a ripe opportunity to address 
these challenges.   
Framing these “outliers” as voices of transformational resistance (Delgado Bernal, 1997; 
Solórzano & Delgado Bernal, 2001) situates their critiques as opportunities to constructively 
address students’ challenges.  Drawing on the work of Giroux (1983), Delgado Bernal (1997) 
argued that resistance theories do not pay enough attention to the possibility of transformation 
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for social change.  She felt theories of reproduction offered, “no concrete suggestions on how to 
break the cycle of reproduction, possible educational strategies, or how to improve the 
educational attainment of students” (Delgado Bernal, 1997, p. 12).  With a focus on students’ 
agency as an activator for change, transformational resistance posits that “political, collective, 
conscious, is motivated by a sense that change is possible…and can be manifested through 
different dimensions of leadership” (Delgado Bernal, 1997, pp. 21–22).  Both the administrative 
team and the students demonstrate a reflective stance to activate change within the school.  The 
following recommendations are presented to call attention to silenced areas that collectively, the 
student body and leadership can address and transform.   
Daraja Academy  
Recommendations for the Daraja Academy along with suggestions for specific actions 
are presented in Table 28.  The suggested actions take into consideration the MoEST’s continued 
expansion of the PEP through the integration of the Education Sector Policy on Peace Education 
(2014). 
Table 28 Recommendations for the Daraja Academy 
Recommendations for the Daraja Academy  
Area of focus       Recommendations 






• Strengthen social cohesion within the 
student body through the promotion of 
identity awareness exercises, a 
celebration of community cultural wealth 
(Yosso, 2005), and strengthening bonds 
within the family trees.  
 
 
• Consider integrating annual school-
wide cultural celebrations as well as 
daily mechanisms to highlight 
cultural traditions students can share 






• Address issues of tribalism through the 
integration of multicultural practices 
(Niens, 2009), teacher training focused 
on critical approaches to teaching 
 
• Invite NCIC officials to support the 
creation of a professional 
development training using the 
manual, Beyond Ethnicism, 
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contested narratives, and enhance 
partnerships with local organizations 
addressing ethnic tensions in educational 
spaces. 
 
• Recruit teachers representing diverse 
ethnic backgrounds to model the 
diversity demonstrated among the 
student-body.  
 
• Revisit internal channels of 
communication available for students to 
report instances of identity-based 
discrimination. 
 
Exploring Ethnicism and 
Racial Diversity for Educators 
developed by former NCIC 










• Draw on exemplary critical pedagogy 
from the W.I.S.H. curricula to design 
professional development opportunities. 
 
• Identify and cultivate spaces where 
students can practice and integrate values 
aligned with the Four Pillars (i.e. 
W.I.S.H, family tree, student leadership).  
 
• Increase knowledge of policies on peace 
education and gender and integrate 
relevant peace education curricula into 
W.I.S.H., history, and religious 
education subject areas.  
 
• Establish inclusive (student and 
teacher) reflective communities of 
practice to engage in personal and 
group reflection to inform curriculum 
reform efforts (Bajaj, 2014). 
 
• Invite curricula experts from the 
MoEST and partnering agencies to 








• Consider the framework on child friendly 
schooling for peacebuilding (Kagawa & 
Selby, 2014) to 1) engage guardians and 
parents in students’ learning processes, 
2) ensure systems are in place for student 
feedback, 3) review ways to include 
students in the curriculum development 
and reform process to ensure all cultures 
are represented and students are included 
in evaluation, self-assessment and 
planning processes (Herrington, 2015, p. 
16).  
 
• Engage with the students’ 
communities of origin in a more 
consistent manner to support 
students when they integrate back 
into their communities during 
school breaks and after the 
Transition program.   
 
• Establish a student committee to 
provide input as Ministry led 
curriculum reform efforts are 










• Ensure male staff and teachers are 
involved in the development and 
implementation of gender transformative 
components of the school, such as the 
W.I.S.H. curricula.  
 
• Maintain a gender-sensitive approach in 
advocacy and fundraising efforts to raise 
awareness on the right to education for 
girls.  
• Consider including lessons focused 
on positive masculinities within 
W.I.S.H. and encourage alliance 
building to advance women’s rights 
among boys and men both on and 
off campus (Vess, Barker, Naraghi-
Anderlini, & Hassink, 2013). 
 
• Integrate more participatory 
opportunities similar to student-
produced “Daraja Times” to inform 








• Create opportunities for school 
leadership to assess climate on campus in 
response to rising tensions based on the 
current political situation.   
 
• Increase capacity of teacher and students 
to analyze and transform conflicts.  
• Seek out partnerships with 
peacebuilding organizations to 
train staff on conflict sensitive 









• Consider emerging scholarship on 
authentic peace leadership that brings 
together Galtung’s notions of positive 
and negative peace as a possible 
framework to inform W.I.S.H. and 
leadership training at the school 
(Schellhammer, 2018; 2016).  
 
 
• Articulate contextually appropriate 
leadership models within the Daraja 
model in a more explicit manner.  
  
• Examine spaces within the Daraja 
model to cultivate authentic peace 







• Increase time for self-reflective practices 
(spiritual and secular in nature). 
 
• Create an action plan to increase 
personal time for students through a 
survey conducted by student leaders 









• Identify areas of strength within the 
school to incorporate into a 
comprehensive monitoring and 
evaluation plan.  
 
• Conduct a longitudinal study to identify 
students’ impact within the community 
using the socio-ecological model of 
change (Kagawa & Selby, 2014) 
• Integrate formal monitoring and 
evaluation strategies for extra-
curricular activities (clubs), life-
skills curricula (W.I.S.H.), 
Community Service, Mentorship 
and Transition programs. 
 
• Draw on existing M&E practices 
and resources within the MoEST 
such as the significant change 
method.  
 
Recommendations are focused within a theoretical framework of peace and human rights 
education.  While suggestions are geared toward the Daraja Academy, other Kenyan schools 
may also benefit from these actions. Designed to draw on existing resources from the MoEST 
and aligned with the current national curriculum reform efforts, suggestions enhance efforts to 
integrate peace education into existing curricula.  
Historical narratives within Kenya have demonstrated the negative impact of political 
tensions upon civil society and within the education sector.  In addition to the political conflicts 
present in the nation, there is an increase in student-led vandalism at school sites across Kenya 
with over 100 school set on fire by students in 2016 (“Why are Kenyan schools being torched?,” 
2016).  While the MoEST is responding to this uptick in violence through research to understand 
student grievances (Joyce, MoEST representative, Skype interview, August 26, 2016), some 
strategies practiced at Daraja may also be useful to enhance social cohesion, participatory 
methods, and student ownership.  Suggestions that may be generalized across other school sites 
are detailed briefly. 
Social cohesion 
Enhancing social cohesion through strengthening policies and practices of diversity and 
inclusion help to ensure a unified and safe learning environment.  Creating bonds of trust through 
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the family trees can allow students to respect differences and celebrate diversity within their 
fictive family units.  Teachers can also increase their capacities to face contested narratives 
(Bekerman & Zembylas, 2012) through contextually appropriate trainings designed to address 
deeply rooted ethnic and tribal divides (Nderitu, 2015).  Furthermore, educators can create 
communities of practice to integrate curricula the MoEST has co-developed and implemented 
into their teaching (Arigatou Foundation, 2008; Lifeskills Promoters, 2017a).                                                                                  
Participatory methods and student leadership  
Agency can be defined as, “the capacity to act or exert power” (Delgado Bernal, 1997, p. 
33) and as the “confidence and skills to act on one’s behalf” (Solórzano & Delgado Bernal, 2001, 
p. 316).  Transformative agency (Bajaj, 2008) can be exercised through participatory and critical 
dialogue to deconstruct systemic power dynamics (within the school and broader society).  
Together with leadership training and a vision for the future, students can advocate for positive 
changes in a non-violent and democratic manner.   
Ownership over one’s story and voice is another form of agency that schools can explore. 
The Daraja Times that seeks to amply the voice of the students is another concrete example of 
student agency that can be emulated across other school sites. Through integrating systems for 
student and parent participation in programming and curricula, students across Kenya may gain 
more ownership and decrease instances of violence against their own school community. 
Conflict and gender sensitivity 
Combining a gendered lens to human rights education models, I have demonstrated that 
the Daraja model includes gender transformative human rights education.  Both gender 
responsive and conflict sensitive, Daraja offers a unique case study for other schools in Kenya to 
consider.  Within this model, systems of hierarchy have been decreased as evidenced by the 
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positive teacher-student relationships.  However, power dynamics do exist as were highlighted 
by a comment made by a student who stated her discomfort in being reminded of “where they 
come” (Student, CoP survey, July 2016).  As a scholarship-based school, Daraja is a donor-
dependent model.  To this end, awareness-raising efforts rely heavily on sharing the stories of the 
students to both advocate against gender-based violence and for the right to education.  
Furthermore, a dominant narrative of empowerment through education is a common thread 
woven in fundraising campaigns.  While the concept of “empowerment” is adopted in the 
vernacular of the Daraja culture, I positioned this phenomenon within language of transformation 
and personal agency.  Drawing on tensions often cited in development (Cronin-Furman et al., 
2017), I encourage Daraja to draw upon their participatory methods for students to both own and 
share their stories in their advocacy and fundraising initiatives.  Furthermore, training on conflict 
sensitive (INEE, 2013a) and gender responsive guides (INEE, 2010) may present helpful 
suggestions to navigate some of these tensions.  In summary, through an examination of 
exemplary gender transformative approaches (Lambourne & Carreon, 2016) that employ a 
human rights framework (Cornwall & Rivas, 2015) schools similar to Daraja may begin the 
difficult work to deconstruct (and reconceptualise) notions of power inhibiting the rights of girls 
in Kenya (and elsewhere).  
Responding to curriculum reform mandates 
As the curriculum reform is rolled out, a strength-based approach is recommended to the 
Daraja and other schools. This research highlights several elements of the Daraja model that may 
align with the reform mandates.  The Community Service program is a strong model other 
schools may wish to emulate as they consider how to integrate this new mandated component for 
senior school learners.  Furthermore, evaluation and monitoring of programming (i.e. Mentorship 
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and W.I.S.H), the peace club, and peer-peer conflict management systems would both document 
the impact and draw out lessons learned to share with other schools.  
Peace Education Programme and Policy 
Recommendations for the MoEST draw on a strengths-based approach to highlight 
existing resources and capacities of Kenyan nationals to act as the “critical design experts” 
(Bekerman & Zembylas, 2014) to further the action plan within the Policy on Peace Education 
(2014).   
Table 29 Recommendations for the Peace and Policy 
Recommendations for the Peace Education Programme and Policy 
Area of focus Recommendations   Suggested action for transformation    







• Identify peacebuilders with the 
capacity to translate policy into the 
local vernacular (Levitt & Merry, 
2009) and a demonstrated capacity to 
move through local, national, 
international levels (See for example, 
McCandless et al., 2015) 
 
• Build leadership training for 
educators and peacebuilders to 
cultivate vertical and horizontal 
capacity to establish networks to 











• Cultivate knowledge-sharing 
opportunities for school leaders 
through enhanced networking 
platforms such as the Amani Hangout 
Bridges to build capacity among 
teachers and students in Kenya. 
• Draw on the Amani Hangout 
Bridges model to expand this on-
line exchange program to 
additional schools with peace 






• Challenge gendered power dynamics 
through the inclusion of critical 
curricula drawing from gender policy 
(Republic of Kenya - Ministry of 
Education Science and Technology, 
2015) and centered on human rights 
frameworks.  
 
• Design and integrate curricula 
• Identify gender transformative 
human rights educational models 
within the country to inform the 
creation of a Women, Peace, and 
Security education working 
group.   
 
• Draw on the rich narratives of 
Kenyan Women PeaceMakers 
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focused on Kenyan women 
peacemakers as role models building 
peace in their own contexts. 
(Alice Nderitu, Wahu Kaara, 
Sarah Lochodo, and Jane 
Anyango) (Chiu, 2012; Morse, 
2011; Morshed, 2016; Tornquist, 
2010) and other influential 
leaders through the Women 
Waging Peace network (Joan B. 
Kroc Institute for Peace and 
Justice, n.d.) to integrate case 











• Galvanize spaces within the 
education sector to put in place 
violence preventative measures 
during election cycles.  
 
• Consider ways to replicate 
strategies implemented during 
the 2013 National Peace 
Education Campaign and allocate 
resources to monitor and 
evaluate formal interventions 
within educational spaces.  
 
• Provide guidance and resources 
to address student’s socio-
emotional needs during times of 







• Examine the ecosystem school sites 
to assess if the school culture is an 
enabler or inhibitor of education for 
peace initiatives.  
 
• Enhance transparency of evaluation 
results and methodology for others to 
emulate in their M&E efforts. 
• Consider the Culture of Peace 
survey to assess school 
ecosystem to address the needs 
of the students and integrate 
contextually appropriate 
interventions aligned with peace 
education.  
 
• Publish and share findings of 
PEP evaluations.  
 
 This research demonstrates that the Daraja Academy, without full knowledge of the PEP 
and Policy (2014), mirrored the work of the MoEST to integrate life-skills education for peace. 
This finding presents both a gap in the advocacy efforts of the MoEST and an opportunity to 
position models like Daraja as translators of this policy within the local communities (Levitt & 
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Merry, 2009).  Recognizing the limited capacity of government institutions, I propose efforts to 
galvanize horizontal capacities to establish strong networks of educational leaders committed to 
peace (see for example efforts made by Teachers Without Borders, Kenya to train teachers in 
Nakuru, Kallmeyer, 2011).  Furthermore, through existing networks of women peacebuilders in 
Kenya, contextualized case studies can be developed to model ways in which women, as 
ordinary citizens, can also be peace intervenors (See for example the Women Waging Peace and 
Women PeaceMakers networks housed at the Joan B. Kroc Institute for Peace and Justice at the 
University of San Diego).  
 The final two recommendations focus on preventative strategies for the MoEST to 
prioritize peace campaigns and public awareness efforts during election cycles.  The recent 2017 
election and re-election demonstrate the need for coordinated peacebuilding strategies to bolster 
interventions within the education sector.  Furthermore, through a more transparent and 
expanded monitoring and evaluation process, the efforts of the MoEST can be emulated locally 
and translated into other international contexts.   
  
IMPLICATIONS 
The implications of this research are three-fold. First, critical peace education efforts in 
conflict-sensitive contexts may benefit from a close examination of the ecosystem of a school.  
The Culture of Peace survey is one tool that educators may adapt and use as a holistic model to 
identify strengths and weakness within a broader school ecosystem.  Similar to the macro-
perspective on the potential for education to have both a positive or negative affect on peace 
(Bush & Saltarelli, 2000), school ecosystems can have an enabling or inhibiting effect in 
realizing education for peacebuilding initiatives.  Secondly, I have articulated three key 
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components that position Daraja as a model of education for peacebuilding and transformative 
action.  A combination of quality education for girls, gender transformative human rights 
education, and critical peace education offer the necessary knowledge and skills to invite student 
to act as agents of transformation.  And finally, I have demonstrated that the Daraja Academy 
and the PEP simultaneously manifested out of a response to violence.  A temporal analysis 
illustrates that both interventions are acting as responsive platforms for preventative 
peacebuilding within the education sector.  Bringing these levels into conversation with one 
another identifies gaps where policy may not reach the ground and opportunities for local 
initiatives to inform action at the top. 
 
REFLECTIONS AND CONCLUSION 
Research as a reflective practice 
During one of my early interactions with the co-founder of the Daraja Academy, I 
hesitantly asked if the school leadership would be open to constructive feedback as I reviewed 
their W.I.S.H. curriculum.  She maintained her all too familiar reflective stance and without 
hesitation recognized that their model is an emergent one, with strengths and weaknesses, and far 
from perfect (field notes, 2014).  In this interaction, I recognized a sense of reflexive humility as 
she acknowledged her role as a learner alongside the Daraja community; a shared characteristic 
among the school leadership.  As educators and researchers, we are all inherently learners 
ourselves.  We learn with those whom we wish to serve.  We learn about ourselves as we 
collectively unveil hidden dimensions of power all around us – and within us.  We interrupt these 
forces of violence, and face them, and interrupt them yet again, only to see them resurrected into 
new shapes and forms.  Collectively, as educators, researchers, and learners of peace, we 
maintain hope within our imagination.  
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As I conclude the writing of this chapter, I am simultaneously preparing to visit the 
Daraja community and key influencers of the PEP in Kenya.  The political heat is rising with a 
recent act of decent by the opposition through an unofficial swearing in of the “people’s 
president”, Raila Odinga.  Similarly, in my home country of the United States, divisive rhetoric 
has deepened an existing political rift among civil society.  Violence, direct - cultural – structural 
– violence, while contextual, acts to undermines the potential of humanity in the same 
debilitating manner across all borders.  I will travel to Kenya from my country of origin leaving 
one divided civil society and enter another equally divided country.  Hegemonic forces position 
me as an outsider from a “developed” country and Kenyans as the “insiders” of a “conflict-
affected” or “fragile” country.  Through explicitly naming some of these complexities of 
“insider/outsider” positionality, I seek to both demonstrate that I do not view myself as the 
“expert” coming to extract information.  Rather, I maintain a stance steeped in cultural humility, 
with the spirit of solidarity, and a hope to understand how Daraja and the MoEST identified 
leverage points to push forth interventions to transcend violence and transform learners to 
consider the possibility of positive peace.  
With the rising political heat that has blown into the classrooms at Daraja (Rose, 
administrator, focus group, November 30, 2017), I aim to share and validate my research 
findings and re-administer the Culture of Peace survey at the request of the administration.  I aim 
to find strength within and among the Daraja community as I have in the past.  I aim to 
reinvigorate my moral imagination as the influencers of the PEP did with the creation of the first 
Policy on Peace Education in Africa.  In doing so, I recommit myself to the process of activating 
spaces within education to counter violence and injustices.  I hope to breathe new life into what 
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peacebuilder, John Paul Lederach has embodied in his work to transcend violence through the 
moral imagination which,  
Requires the capacity to imagine ourselves in a web of relationships that includes our 
enemies; the ability to sustain a paradoxical curiosity that embraces complexity without 
reliance on dualistic polarity; the fundamental belief in and pursuit of the creative act; 
and the acceptance of the inherent risk of stepping into the mystery of the unknown that 
lies beyond the far too familiar landscape of violence. (Lederach, 2005, p. 5) 
Whether it is called critical peace education, education for peacebuilding, or transformative 
human rights education, the common and essential ingredients in these interventions is reflective 
and critical thinking, agency, hope, and transformational action for positive change.  In an act of 
reciprocity, I conclude with the voices from the Daraja community and my aspiration to be a 
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has instilled in me. 
Excerpt from Form 4 focus group transcript, 
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Student: Brave. 
Student: Bold. 








Katie: Smart? What did you say? 
Student: Smart. 
Student: Caring. 
Student: Ready to help. 
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Student: Self-driven 
Student: Responsible. 
Katie: I want to be a Daraja girl. [laughter] 
Student: You are. 
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Appendix I: Survey Comparison 
Culture of Peace Survey 
administered to UPEACE 
(Knox Cubbon, 2010) 
Culture of Peace Survey Pilot 
Study administered to Daraja 
Academy (February 2015); 
Validation study (2016) 
Rationale for changes 
Part 1: Personal Information 
for statistical purposes 
Section A: General Questions: 
One question was included to 
identify what Form the student 
was in at the time of the 
survey. 
Additional personal 
information was not collected 
for the purpose of the pilot 
study.  
Part 2: Section A: Question 1: 
Education for Peace at 
UPEACE 
Section A continued: The 
types of pedagogy were listed 
as the original survey; 
however, examples of the 
pedagogy were provided.  
 
 
Offer clarity on each category 
listed.  
Part 2: Section A: Education 
for Peace at UPEACE: 
Question 2: How do you feel 
about the following statements 
in regards to your program at 
UPEACE?  
Section B: renamed 
“Education” remained the 
same as section B with the 
exception of questions that 
were taken out related to 
knowledge about 
peacebuilding and the 
language was simplified. 
Use of academic jargon and 
simplify the language. 
Part 3: Sustainable 
Development and Harmony 
with the Earth 
Section D: Sustainable 
Development and the 
Environment.  
The language used in the 
questions was simplified, and 
the section reordered to place 
further down in the survey as 
it has more complex concepts 
that the students need to 
consider.   
Part 4: Section C: Respect for 
all Human rights 
Part E: Human Rights  The language used in the 
questions was simplified.  
Part 5: Section D: Gender 
Equality  
Part F: Gender Equality The language used in the 
questions was simplified.  
Part 6: Democratic 
Participation 
Part G: Democratic 
Participation 
The language used in the 
questions was simplified and 
some questions were omitted 
to avoid survey fatigue.  
Part 7: Understanding, 
tolerance, and solidarity 
Part H: Understanding, 
tolerance, and solidarity 
 
In the original survey, there 
are 3 separate sections for 
The language used in the 
questions was simplified and 
some questions were omitted 
to avoid survey fatigue.  
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each of these categories that 
totaled 19 separate questions 
and 5 open-ended questions. 
This section was simplified to 
6 questions and 1 open ended 
question.  
Part 8: Participatory 
communication and the free 
flow of information 
Part I: Communication 
In the original survey 11 
separate questions and 2 open-
ended questions. This section 
was simplified to 4 questions 
and 1 open ended question. 
 
The language used in the 
questions was simplified and 
some questions were omitted 
to avoid survey fatigue.  
Part 9: International peace and 
security 
Omitted This section was omitted 
based on the rationale that the 
level of the questions was 
geared at graduate student 
audiences and the survey was 
intended for high school 
students.  
Part 10: Supporting local 
peace and security – safety, 
security, and conflict 
resolution 
Part J: Supporting local peace 
and security – safety, security, 
and conflict resolution 
The language used in the 
questions was simplified and 
some questions were omitted 
to avoid survey fatigue. 
Part 11: Inner peace Part K: Inner Peace The language used in the 
questions was simplified and 
some questions were omitted 
to avoid survey fatigue. 
Likert scale   The Likert Scale was altered 
to omit the option of “Don’t 
Know/ Undecided”. As the 
researcher, it was difficult to 
ascertain whether this sixth 
value duplicated the intended 
neutral category of “Neither 
Agree or Disagree”.  
Therefore, in the revision of 
the survey, the “Don’t Know/ 
Undecided” was omitted from 
the instrument.   
Positive and negatively 
worded questions 
 Survey questions may be 
considered more valid and 
reliable if they are carefully 
worded to elicit both a 
positive or negative response 
from the audience. The 
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revised instrument piloted in 
2015 had questions that were 
worded in a positive manner 
with only 3 questions worded 
to elicit a negative response.  
In order to ensure the students 
are responding in an authentic 
manner, the survey was 
revised to include more 
negative responses.   
 
Language simplified and 
altered to be conflict sensitive 
 Based on the an initial review 
of the survey (2015) and 
student/staff feedback through 
the validation process (2016), 
the survey was altered in the 
following ways, 1) irrelevant 
or redundant questions that 
were intended specifically for 
UPEACE graduate students 
were omitted, 2) the language 
was simplified to ensure 
comprehension by the students 
or jargon was omitted and/or 
changed (Collins, 2003; Fink, 
2017; Orcher, 2007), 3) 
repeated or irrelevant 
questions were deleted to 
shortened the overall time it 
would take for the students to 
take the survey in an effort to 
avoid fatigue by the students, 
4) Sensitive language was 
omitted to ensure the 
instrument aligned with 













Appendix II: Sample Letters of Consent for Adult and Older Child 
 
Letter of consent for student to participate in an individual interview or a focus group 
 
July 2016 
Dear Student:  
My name is Katie Zanoni and I am a graduate student in the Department of International and Multicultural 
Education within the School of Education at the University of San Francisco.  I am asking you to 
participate in a research project that examines educational model of the Daraja Academy.  
I am asking you to participate in a (circle one: focus group or individual interview) to identify the 
knowledge and skills you have gained as a student at the Daraja Academy.  As a Daraja Academy 
student, you are under the care of the Daraja staff who have authorized you to participate in this study.  
Your parents or legal guardians will also be sent a letter explaining this study, but you do not have to 
participate if you choose.  You may quit this study at any time by simply telling me or a Daraja Academy 
teacher or administrator that you do not want to continue.  You can skip any questions or tasks that you 
do not want to answer.  Your participation in this study will not affect your grades in any way.  By signing 
this letter, you also acknowledge that your interview responses are being taped using a voice audio 
recording device and will be transcribed for further analysis. There are no known risks involved in this 
study and you will receive nothing for your participation.  To protect your confidentiality, your personal 
responses will be kept anonymous. The responses you make will be kept by my professor Dr. Shabnam 
Koirala-Azad and me.  Neither your teacher nor your parents will know the answers you provide.  
For additional copies of this consent form or if you have any question about this study, please contact me 
at katiezanoni@gmail.com.  
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I agree to participate in this research project and I have received a copy of this form.  
          
Student’s Name (Please Print)     Date  
          
Student’s Signature  
I have explained to the above-named individual the nature and purpose, benefits and possible risks 
associated with participation in this research.  I have answered all questions that have been raised and I 
have provided the participant with a copy of this form.  
          
Researcher     Date                                                  







Appendix III: Sample Letters of Consent for Adult and Older Child 
 
Letter of consent for student to participate in the Culture of Peace Survey 
 
July 2016 
Dear Student:  
My name is Katie Zanoni and I am a graduate student in the Department of International and Multicultural 
Education within the School of Education at the University of San Francisco. Thank you for taking the 
time to participate in this survey. The purpose of this survey is to assess the culture at the Daraja 
Academy. The framework I am using is adapted from a survey developed by Stephanie Knox Cubbon 
(2010) in accordance with the UNESCO framework on a culture of peace (1999). The results of this 
survey will inform further curriculum and program development at Daraja Academy and may be used to 
inform my future research for my doctorate degree as well as be published in an article about the Daraja 
Academy. Each section offers space for comments if you wish to include them. Please write in complete 
sentences in the comments sections.  
As a Daraja Academy student, you are under the care of the Daraja staff who have authorized you to 
participate in this survey.  Your parents or legal guardians will also be sent a letter explaining this study, 
but you do not have to participate if you choose. The survey is completely anonymous and no one can or 
will identify you with your responses. It is your choice to participate or decline this survey and your 
voluntary participation will not impact your grade or status at Daraja Academy. You may quit this study at 
any time by simply telling me or another Daraja staff member that you do not want to continue. There are 
no known risks involved in this study and you will receive nothing for your participation.  To protect your 
confidentiality, your personal responses will be kept anonymous.  The responses you make will be kept 
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by my professor Dr. Shabnam Koirala-Azad and me.  Neither your teacher nor your parents will know the 
answers you provide.  
Please don't hesitate to contact me if you have any questions or require any additional information at 
Katiezanoni@gmail.com. Thank you for your cooperation!  
Sincerely yours,  
 
Kathleen L. Zanoni 
Agreement  
I agree to participate in this research project and I have received a copy of this form.  
          
Student’s Name (Please Print)     Date  
          
Student’s Signature  
I have explained to the above-named individual the nature and purpose, benefits and possible risks 
associated with participation in this research.  I have answered all questions that have been raised and I 
have provided the participant with a copy of this form.  
          
Researcher     Date                                                    





Appendix IV: Daraja Academy Semi-Structured Questions - Students 
1. How do you describe your experience as a student at the Daraja Academy to your friends 
in your home community?  
 
2. How do you describe the Daraja Academy model to people outside of Daraja? 
a. How do you characterize or describe a Daraja girl?  
b. What do you believe is the intended impact of this school?   
c. Can you describe the curriculum and extra-curricular programs taught at Daraja? 
d. What do you believe is different or unique about the Daraja Academy?  
 
3. What are the core values of the Daraja Academy? How are these values put into practice 
on a regular/daily basis? 
 
4. When there is conflict at the Daraja Academy among the students or between staff and 
students how is it managed? 
 
5. How do you define peace? 
 
6. According to your definition of peace, what are some challenges to peace in Kenya?  
 
7. What challenges do girls/women in Kenya face today?  
 
8. Are there topics in the curriculum or extra-curricular programs that address these 
challenges that we discussed? If so, in what courses are these topics taught?  
 
9. Are there other kinds of support does Daraja offer girls to address these challenges and 
reach for their full potential?  
 
10. What is the biggest challenge a Daraja Academy girl faces while being a student here?  
 
11. How does the Daraja Academy interact with the local community/ the students’ home 
community?  
 
12. What do you know about peace education? 
 
13. Is there anything else I should know about the Daraja Academy?  
 
14. Do you think that anything is missing in the Daraja Academy model/ curriculum? 
 





Appendix V: Daraja Academy Semi-Structured Questions – Teachers/Administration 
1. In addition to teaching (subject), what role(s) do you play at the Daraja Academy (club 
matron, etc.) 
 
2. How long have you been working at Daraja? 
 
 
3. How do you describe the Daraja Academy model to people outside of Daraja? 
 
a. How do you characterize or describe a Daraja girl?  
b. What do you believe is the intended impact of this school?   
c. Can you describe the curriculum and extra-curricular programs taught at Daraja? 
d. What do you believe is different or unique about the Daraja Academy?  
 
4. What are the core values of the Daraja Academy? How are these values put into practice 
on a regular/daily basis? 
 
5. When there is conflict at the Daraja Academy among the students or between staff and 
students how is it managed? 
 
6. How do you define peace? 
 
7. According to your definition of peace, what are some challenges to peace in Kenya?  
 
8. What challenges do girls/women in Kenya face today? (direct /physical violence do youth 
vs. culture or structural forms of violence)  
 
9. Are there topics in the curriculum or extra-curricular programs that address these 
challenges that we discussed? If so, in what courses are these topics taught? (Think about 
the knowledge, skills, and behaviors they are learning) 
 
10. Are there other kinds of support does Daraja offer girls to address these challenges and 
reach for their full potential?  
 
11. What is the biggest challenge a Daraja Academy girl faces while being a student here?  
 
12. How does the Daraja Academy interact with the local community/ the students’ home 
community?  
 
13. What do you know about peace education? 
a. What do you know about the MoEST Policy on Peace Education? 
b. When did you first learn about the MoEST Policy on Peace Education? 
 




15. Do you think that anything is missing in the Daraja Academy model/ curriculum? 
 










































                                                 
 
 
i Examples from the Philippines 
(http://www.creducation.org/resources/Costa_Rica_2010/Philippines_EO.pdf) and Costa Rica 
(http://www.departmentofpeace.ca/executive-summary/) are examples of national policies that 
have included language on peace education. 
ii In 1998, a Culture of Peace was defined by the United Nations as,  
“[A] culture of peace, which consists of values, attitudes and behaviours that reflect and inspire 
social interaction and sharing based on the principles of freedom, justice and democracy, all 
human rights, tolerance and solidarity, that reject violence and endeavour to prevent conflicts by 
tackling their root causes to solve problems through dialogue and negotiation and that guarantee 
the full exercise of all rights and the means to participate fully in the development process of 
their society.” (Culture of Peace A/RES/52/13, 1998). 
iii The term female circumcision is used throughout instead of the term female genital mutilation 
to remain neutral, as some traditions in Kenya do not believe this practice to be considered a 
human rights abuse. 
iv According to NGO, 28 Too Many, some girls as young as 7-12 undergo this practice while 
DHS reports from that the prevalence of female circumcision increases with age with 20% of 
women circumcised over the age of 30 and 40% of women circumcised ages 45-49. 
v All preliminary information gathering that was conducted prior to initiating my dissertation 
research was done so with the approval of the Institutional Review Board of University of San 
Francisco.    
vi The Kenyan secondary school system operates as an 8-4-4 system with eight years of 
elementary school (Grade 1-8), four years of secondary school (Form 1-4), and four years of 
college education.  
vii Gender transformative programming is defined as, “transforming unequal gender relations to 
promote shared power, control of resources and decision making” according to the Glossary of 
Trainingcentre.unwomen.org (Herrington, 2015, p. 12) 
viii Co-founder of the Daraja Academy, Jason Doherty, is an alumnus of the University of San 
Diego and has fostered partnerships with various faculty and program staff at both the School of 
Leadership and Educational Sciences (SOLES) and the IPJ.  Peggy Hetherington, a faculty 
member from SOLES learned about my interest in the school to practice engaged scholarship as 
part of a class assignment and invited me to support the development of a W.I.S.H. workshop for 
her USD students. I developed a workshop focused on the Kenyan Women PeaceMakers that 
was facilitated by Peggy and her students during a school-sponsored site visit to the Daraja 
Academy in January 2014.   
ix Youth is defined as 18-35.  
x The three subcategories of the Kenya Vision 2030 under the Political Pillar on Security, Peace 
Building and Conflict Management included in the PEP materials include: “(iii) promoting 
processes for national and intercommunity dialogue in order to build harmony among ethnic, 
racial and other interests groups; (iv)promoting peace building and reconciliation to improve 
conflict management and ensure sustained peace within the country; and (v) inculcating a culture 
of respect for the sanctity of human life that does not resort to the use of violence as an 
instrument of resolving personal and community disputes. This should start with the family, 
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schools, the church and all the public institutions” (Republic of Kenya MoE, 2008, p. ii).  
xi A team of experts was created in 2010 and included representatives from the MoEST, the 
Teachers Service Commission (TSC), the Kenya Education Management Institute (KEMI), the 
Kenya Institute for Curriculum and Development (KICD), Moi University, UNICEF and 
UNESCO. Furthermore, workshops and retreats were held in 2012 and 2013 to review and 
provide feedback from additional key stakeholders including: Ministry of Youth and Sports, the 
Nairobi Peace Initiative, the Ministry of Justice and National Cohesion, the Ministry of State for 
Internal Security, the University for Peace in Africa Programme, the Department of Youth 
Affairs and Sports, Department of Higher Education, Directorate of Adult and Continuing 
Education, Kenya Bureau of Statistics, National Steering Committee on Peace Building 
(NSCPB), Department of Social Cohesion, Kenya National Commission for UNESCO 
(KNATCOM), the Association of the Development of Education in Africa (ADEA) and 
World Vision Kenya (Ministry of Education Science and Technology, 2014) 
xii Instruments cited include: The Constitution of Kenya (2010), The Basic Education Act 2013, 
Sessional paper No 14 on reforming Education and Training Sectors in Kenya (2012), The 
Kenya Vision (2030), Kenya Education for Sustainable Development (ESD) Implementation 
Strategy, The Children Act No. 8 of 2001, and international treaties and conventions including 
the UN Charter (1945), UDHR (1948), CEDAW, the African Charter on Human and Political 
Rights, The Convention on the Rights of the Child, The International Covenant on Civil and 
Political Rights, the International Covenant on Economic, Social and Cultural Rights, Geneva 
Conventions, World Programme for Human Rights Education (2005-ongoing), UNESCO 
Recommendation concerning Education for International Understanding, Cooperation and Peace 
and Education relating to Human Rights and Fundamental Freedoms (1974) (Ministry of 
Education Science and Technology, 2014, pp. 11–13).  
xiii For a detailed report assessing women’s access to political participation see the research 
report, Young Women’s Political Participation in Kenya (Mwatha, Mbugua, & Murunga, 2013).  
xiv During the student facilitated discussion with the Peace Club members, the researcher added a 
clarifying point for students to acknowledge that extremist groups don’t align with one religion, 
one nation, or one identity to avoid the often-conflated interpretation that terrorists are of Muslim 
and/or of Somali decent (field notes, July 2016).  
xv Consolata Mwavishi, the previous Dorm Matron, sadly passed away unexpectedly in April of 
2017. I attempted to interview Consolata in July 2016, but due to her dedication to the students, 
we were unable to find a time to formally sit down. During all of my site visits, it was clear she 
was deeply loved by the Daraja community.  
xvi The motto is adapted from a quote from author, R.S. Grey, and was shared by a visitor with 
the administration who then incorporated it into their language (personal communication, 
founder, date).  
xvii The Natural Helpers program was initiated through a partnership between the University of 
San Diego and the Daraja Academy.  
xviii Some teacher noted that topics related to peace may be integrated into History (ex. PEV 
violence, Bill of Rights, democracy), English (ex. books that address corruption, colonialism, 
power such as Betrayal in the City by Francis Imbuga) Science (ex. conservation, resource 
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scarcity) and is emphasized in student-initiated extra-curricular activities like the Peacebuilding 
and Grassroots Leadership clubs. 
xix Themes that included questions on both skills and knowledge were combined (gender equality, 
conflict resolution, and inner peace). 
xx This study is limited as it focuses on the binary definition of gender based.  However, future 
studies could be more inclusive of Gender and Sexual Diversity (GSD) to add appropriate 
questions that address the experience of students who identify as LGBT and/or QIA2S (queer or 
questioning, intersex, asexual/ally/androgynous and Two-Spirit).  
xxi Key actors selected are just a sample of the multiple stakeholders involved in the PEP 
programme.  
xxii The administrative team based their feedback on the results of the survey and summaries 
student responses to the open-ended questions.  Qualitative results from focus groups will be 
provided during a future site visit in February 2018.  
xxiii Semi-structured questions presented to the administrative team included:  
1. What were your overall impressions of the survey? 
2. Did any of the results or comments surprise you?  
3. How can you use this information to support the Daraja community? 
4. What would you like to explore further (comments, topics, questions)? How would you like 
to explore these ideas?  
5. Do you think there should be any action taken based on the findings of this survey? If yes, 
please share your thoughts. 
6. Should the findings be shared with the students and if so, how? 
7. Would you do anything to change the survey if it was administered to students at Daraja 
again in the future? If so, please explain. 
8. Any further questions or comments?  
 
